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LANGUAGE, IDEOLOGY, AND POWER: 
ENGLISH TEXTBOOKS OF TWO KOREAS 
Martin Jonghak Baik, Ph.D. 
Department of Linguistics 
University of Illinois at Urbana-Champaign, 1994 
Braj B. Kachru, Advisor 
ABSTRACT 
The main objectives of this study fall into two general areas: first, to 
provide a theoretical background and methodology for the analysis of the 
relationship among language, ideology, and power; and second, to apply the 
methodology to a specific set of texts, namely, English textbooks that are used 
in North and South Korea, identify the major ideology in the English textbooks 
of North and South Korea, and thus establish a relationship between the use of 
language and the manifestation of ideology and power in the two respective 
countries. 
The theoretical background of this study is found in the approaches to 
(critical) sociolinguistics in which the framework of analysis takes into 
consideration factors such as the context of situation, context of culture, and 
functionality of language. Thus it is found that a linguistic approach is needed 
to describe and explain the manners in which language is used in particular 
contexts in order to create specific ideologies that serve to sustain 
asymmetrical power relations in a given society. 
In developing a methodology for the analysis of language, ideology, and 
power, I adopted the suggestions given by Thompson (1984, 1987) that 
emphasize socio-historical, textual, and interpretive analyses. I further divide 
the textual analysis procedure into three components—micro, macro and 
linguistic—that examine the topical, thematic, prepositional content, 
manifestations of ideology, and linguistic devices used in the text. 
i v 
By applying such methodology to the analysis of two sets of English 
language textbooks used in North and South Korea, this study identifies major 
manifestations of ideology in the two Koreas that serve to naturalize specific 
power relations (that may be either positive or negative) among the members 
of each society. The positive power relations promote a sense of equality and 
personal satisfaction for the majority of the people in the society while the 
negative power relations allow certain individuals, specific institutions, or 
special languages and cultures to exploit others by claiming their interests at 
the expense of others. 
The results of this study also reveal several linguistic methods utilized in 
the English language textbook that performs the function of maintaining 
specific power relationships among different groups of people within the 
respective countries. Thus the conclusion of this study shows that there is a 
strong relationship among English language education, manifestation of 
ideology and power structures in the two Koreas. This conclusion also suggest a 
strong possibility that similar relationships may exist in other countries as 
well. 
Some suggestions are given in the concluding chapter of this study that 
may help to bring critical language awareness to the language planners and 
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INTRODUCTION 
The main objectives of this study fall into two general areas: first, to 
develop a methodology for the analysis of the relationship among language, 
ideology, and power in language instruction materials, and second, to apply 
the methodology to a specific set of texts, namely, the English textbooks that 
are used in North and South Korea.1 
The success of achieving the second goal depends heavily on the success of 
achieving the first goal, i.e., developing a methodology of study. In this 
endeavor, I have reviewed the relevant literature in various fields, from 
philosophy, political sciences, sociology, communication sciences, culture 
studies, and anthropology, to, last but not least, linguistics. From such an 
extensive review, I have found what I believe to be an adequate methodology 
for the analysis of the questions asked in this study. In addition, I have also 
found a plausible theory of relationship among language, ideology, and power 
that may provide an insightful framework of analysis not only for explaining 
how a national language is manipulated for power and ideology within a 
country, but also for describing the hegemonic relationships among different 
languages of the world, among which English has evidently become a ruler in 
many parts of the world. 
Throughout this study, I will mention North Korea (The Democratic People's 
Republic of Korea) before South Korea (The Republic of Korea) when 
referring to the two Koreas together. This is simply in keeping with the 
alphabetical order of the names of the two states, and has no relevance to 
my political or ideological orientation. However, I should state that my 
social and fraternal affiliations remain with the people of South Korea. 
2 
Through this specific study, my ultimate aim is to identify the major 
ideologies in the English textbooks of North and South Korea and to establish a 
relationship between the use of language and the manifestation of ideology 
and power in the two respective countries. Thus the findings of this study will 
be directly relevant to the discussion of the hegemony of the English language 
in the global context, and such discussions will allow us to complete the chain 
that connects language, ideology, and power in relation to the English 
language of and beyond the 20th century. 
One may note at this point that it is a well known fact that North and South 
Korea are two societies that are vastly different in their internal/domestic 
socio-political power structures. The question is whether their ideologies and 
the use of language also differ, and if they do, what is the relationship among 
language, ideology, and power? How is language manipulated in education in 
dispersing ideologies that sustain the socio-political structure? What are the 
linguistic devices used in this process? Are educators conscious of the role that 
language teaching plays in the propagation of ideology and the consequent 
effects in maintaining the status quo of power structure? Is the hegemony of 
English felt universally even in North Korea where Americans are defined as 
"imperialists"? Are there any suggestions that will help to bring critical 
language awareness to the English language classroom? These are some of the 
questions that this study discusses. 
But, before I proceed, I will first clarify the key concepts 'ideology' and 
power' and provide a definition that I have adopted for this study. The term 
ideology' is particularly difficult to define since many different people have 
used it in a number of different ways. The following list gives a brief 
illustration: 
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The American Heritage Dictionary defines it as 
"a set of doctrines or beliefs that form the basis of a political, 
economic, or other system"; 
Marx (Bottomore and Rubel, 1963: 21) defines ideology as 
"a deliberately misleading system of ideas"; and 
Hasan (1986:126) defines ideology as 
"a socially constructed system of ideas which appears as if 
inevitable.' 
Some other definitions of ideology summarized by Eagleton (1991: 1-2) are: 
1. the process of production of meanings, signs and values in social 
life 
2. a body of ideas characteristic of a particular social group or class 
3. ideas which help to legitimate a dominant political power 
4. false ideas which help to legitimate a dominant political power 
5. systematically distorted communications 
6. that which offers a position for a subject 
7. forms of thought motivated by social interests 
8. identity thinking 
9. socially necessary illusion 
10. the conjuncture of discourse and power 
11. the medium in which conscious social actors make sense of their 
world 
12. action-oriented sets of beliefs 
13. the confusion of linguistic and phenomenal reality 
14. semiotic closure 
15. the indispensable medium in which individuals live out their 
relations to a social structure 
16. the process whereby social life is converted to a natural reality 
4 
I feel that a list as long as the above is rather confusing, not only to the 
researcher, but also to the reader. Nevertheless, I am interested in a few of 
them, such as 'a body of ideas characteristic of a particular social group or 
class,' 'ideas which help to legitimate a dominant political power,' false ideas 
which help to legitimate a dominant political power," identity thinking' and a 
few others such as those of Marx and Hasan. 
Fortunately, a much clearer conception of ideology is given by Thompson 
(1984: 4; 1987: 518) who distinguishes between two basic senses of the term: one 
is a neutral conception of ideology, i.e., ideology as a "purely descriptive term, 
... irrespective of whether it is oriented towards the preservation or 
transformation of the social order"; and the other is a critical conception 
which is stated as a concept that is "essentially linked to the process of 
sustaining asymmetrical relations of power—that is, to the process of 
maintaining domination." 
Thus Thompson (1984: 4, 130-131; 1987: 519) defines ideology as "the ways 
in which meaning (or signification) serves to sustain relations of 
d o m i n a t i o n . " I feel that it is this critical conception and definition of 
ideology that is most useful for my purposes because it encompasses both the 
misleading and the inevitable aspects of the use of ideology in nourishing the 
dynamics and structure of social power and domination. Moreover, it is in 
Thompson's definition as given above that the relationship between language 
(meaning-significance-semiotics) and ideology is explicitly stated. From 
Thompson's definition, we are able to gather that ideology is the use of 
language to support certain system of belief that significantly privileges a 
particular relationship of domination. 
For the terms 'power' and 'domination,' Thompson's (1987: 519) definitions 
are also adopted in this study mainly because of the succinctness and clarity. 
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First, power is "the ability to act in pursuit of one's aims and 
i n t e r e s t s " ; "to intervene in the sequence of events and to alter 
the i r course ." Then, domination is "a specific instance of 
institutionally established power relations"; i.e. the relations of power 
that are "systematically asymmetrical."-
With the above conceptualization of the three main terms in this study— 
ideology, power, and domination—the remainder of this dissertation is 
organized in the following way: 
In Chapter 1, I first provide a brief review of the theoretical 
literature that is relevant to the issues of language, ideology, and power. 
Discussions include theories of power in general, and sociolinguistic 
approaches to language studies in relation to ideology and power in the 
society in particular. 
In Chapter 2, I discuss the various studies on language, ideology, and 
power. Specifically, the role of English as a linguistic power, the notion 
of "linguistic imperialism," and the manifestation of ideology and power 
in the language of education are discussed. 
2
 Ultimately one finds that the discussion of power' leads to explorations of 
the works of Michel Foucault (e.g.. 1972, 1979, 1980, 1983). Foucault's 
insights on power,' 'knowledge,' 'ideology,' and 'discourse' are undoubtedly 
the source of most research in this area, and clearly Thompson's definition 
of 'power' derives its essence from Foucault's ideas, among others. However, 
while Foucault's discussion of power' entails a lengthy and indirect 
definition, I find Thompson's definitions particularly succinct and 
operationalizable. Hence the adoption of Thompson's definitions of 'power' 
and domination.' A more detailed discussion of Foucault's work is given in 
Chapter 1. 
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In Chapter 3, I describe the goals of the present study, and the data to 
be analyzed in this study. Drawing on the discussions of theoretical 
approaches to language, ideology, and power, I also provide a rigorous 
methodological framework for the analysis of English language 
textbooks. 
In Chapter 4, a description of the past history and the present 
situation of English education in the two Koreas is given as the socio-
historical background to the relationship among the English language, 
ideology, and power in the Korean peninsula. Further, a discussion on 
the significance of the English language classroom and the importance 
of the English language textbooks are presented to provide an 
explanation on the context of situation surrounding English language 
education in the two Koreas. 
Chapter 5 contains the results of the textual analysis of the English 
language textbooks used in North and South Korea. I identify ideological 
contents of each set of textbooks through micro-analysis and establish 
relationships between language use and the manifestations of ideologies 
through macro-analysis. Through a linguistic analysis, the grammatical 
and lexical functions of language are examined in relation to their roles 
in propagating and/or creation of ideologies. Discussions include a 
Hallidayan perspective of grammar that proposes a need for a 
description of the functional properties of specific structures of 
language which account for the uses of language. 
Chapter 6 discusses the findings of the study in light of the socio-
political situation of the two countries and the discussions relate the 
findings to implications for future English language education in Korea 
and elsewhere in the world. This interpretative analysis shows how 
ideologies that are closely linked to the dominant groups of the domestic 
and/or international societies are transmitted to the younger 
generation through English language teaching. The findings are 
closely examined for similarities and/or differences in the uses of 
language and in the types of power relations in North and South Korea. 
It is shown that in both capitalist and communist societies, the state tries 
to "educate" its subjects in an attempt to support and reproduce the 
dominant social structure. Both negative and positive perspectives on 
such reproduction of ideology and power are examined. 
In Chapter 7. I summarize the conclusions of this study and discuss 
future directions for studies related to English (its spread, functions and 
impositions on other languages) and studies on issues of language, 
ideology, and power. In light of the findings of the study, this chapter 




THEORETICAL APPROACHES TO LANGUAGE, IDEOLOGY, AND POWER1 
1.1. Theories of Language, Ideology, and Power 
The relationship among language, ideology, and power has been discussed 
at length in the field of linguistics, sociology, philosophy, and political science 
by a number of scholars. For example, Bourdieu (1977, 1984, 1990a and b, 1991), 
Fairclough (1985, 1989, 1992b), Foucault (1972, 1977, 1980), Giddens (1979), 
Gramsci (1971, 1988), Habermas2 (1979, 1984, 1987), Hodge and Kress ([1979], 
1988, 1993), Pecheux3 (1982, 1988), Ricoeur (1981, 1986), and Thompson (1984, 
1987, 1990) are some of them. And although there are not many studies that 
address the specific issues in which I am interested, these theories of 
1
 The discussions contained in this chapter most definitely benefited from 
participating in the Seminar in Language. Ideology, and Power offered at 
the Department of Linguistics, University of Illinois at Urbana-Champaign, 
Spring 1994. This seminar was led by Dr. Braj Kachru with substantive 
participation from Dr. Yamuna Kachru of the University of Illinois and Dr. 
Elizabeth de Kadt of the University of Natal, South Africa. Most importantly, 
however, the participation of my colleagues, Marc Deneire, Michel 
Nguessan Kouassi, Edward Miner, Jane Nicholls, Anjali and Anita Pandey, 
Rosa Jinyoung Shim, and Stan Yunick was instrumental in increasing my 
intellectual understanding of the philosophies presented in this chapter. 
2
 Bernstein (ed., 1985), McCarthy (1978), Rasmussen (1990), and Thompson 
(1981, 1984: 255-302) give some detailed analyses of the works of Habermas. 
3
 For discussions of Pecheux's work, refer to Fairclough (1992b: 30-36), Frow 
(1989), MacCabe (1979), Thompson (1984: 232-254), and Woods (1977). 
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language, ideology, and power bring forth the general background that the 
present study is situated in. 
When one begins to think of power in an individual, the most obvious 
manifestation of power comes in the form of physical strength. In other 
words, a person who has a threatening physique may be able to force others 
around him or her to act in a certain way that is in his or her best interest 
rather than in the interest of the people that carry out the actions. We see 
these types of power being exercised by mobs or gangsters. In this type of 
manifestation of power, one observes that the person who is "powerful" is able 
to modify another person's actions and behaviors, but not necessarily the 
thoughts. 
Therefore, the above type of power that derives its force from sheer 
physical strength is usually short lived, and is not at all successful when the 
number of people to be controlled grows to thousands and millions. Then, an 
individual who is referred to as "powerful" by large numbers of people is 
usually a person who is also regarded as having "charisma," a person who is 
able to affect the thoughts, the morals, and the ethics of others. Although 
there are cases in which the affected thoughts do not translate directly to 
modification of behavior, in most cases, the "powerful" individual is successful 
in changing the actions and behaviors of others by controlling their 
thoughts. The most obvious example of such manifestation of power is seen in 
the religions of all types in the world today. 
How is it then, that such charismatic persons are able to modify the 
thoughts and the very essence of individual identity in such masses of people? 
It is not brute force, but rather a philosophy. This philosophy is usually 
understood as "love," "compassion," "sacrifice," "perseverance," 
"understanding," or any other such ideology that most people hold to be 
10 
desirable. In this way, the people whose thoughts and actions are modified 
actually feel that their actions benefit themselves rather than the powerful 
person who is in control of their thoughts and behaviors. 
Ultimately, the political bodies and institutions of the nation-state would 
also like to modify the thoughts and actions of its people. Throughout the 
history of mankind, the relationship of power between the state and its people 
has taken various forms. With the realization that physical power alone is not 
sufficient in restraining its people, the state sought the help of religion to 
provide its people with a philosophy to make the people want to follow the 
orders of the state. Then, with the realization that the power of the state was no 
match for the power of religion in terms of gaining control over the masses, 
the politicians sought divorce from religion. Nevertheless, the state had 
learned that it had to have a philosophy, an ideology, rather than the exercise 
of brute force, that would control both the thoughts and the behaviors of its 
people. 
All around the world, all through the histories of mankind, monarchies 
were sustained through their marriages to religion. There isn't a single king 
that was not selected by God/Heaven. The "sacred" power of the king was 
bestowed upon him by the very hands of the One and Almighty God that 
created the heavens and the earth. Therefore absolute obedience to the state 
which was headed by the king was legitimized. In return, the king had to 
follow the ways set for him by God. In the case of unfortunate events in the 
state, such as famine or flood, the king needed to repent and seek the advice of 
God to show him the way. The concept of absolute obedience justified 
exploitation of the people for their labor, which brought prosperity to those 
who shared the power of the state. With this prosperity, the noble class was 
able to enjoy the cultural lifestyles of arts, music and language. 
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When the above feudal methods of power and control began to fail, the state 
found it effective to appeal to "reason." This required a much more complex 
maneuver from the state and its people of power. It was necessary to provide 
"reasonable" motivations for the people to continue to provide their labor. 
These came in the form of social protection from the bad and/or the mad, 
educational opportunities that could make vertical movements in society 
possible, and most importantly the chance to gain and own economic capital 
and subsequent individual happiness. Nevertheless, it was made sure that the 
persons who gained the most profit from the labor of the masses would be the 
individuals who exercised the power to provide the "reasonable" motivations. 
It was in reaction to the above "sacred" and "reasonable" exertions of power 
and control that the traditional theories of power and ideology were advanced. 
Among the first to analyze the structure of power were Karl Marx and 
Friedrich Engel whose visions of power were essentially linked to repression 
and violence. The Marxist perspective describes the manifestation of power 
solely on the basis of social class and economics. "Power" in Marxist theory is 
something that is owned by the ruling class, through which the bourgeoisie 
class manipulates the labor of the proletariat class, controls the modes of 
production, and reaps the benefits of the labor and production supplied by the 
masses (Bottomore and Rubel, 1963; Tucker, 1972). 
In this relationship as exploiter and supplier of labor, the exploiters are 
seen to form the Superstructure which hangs over the Base structure that 
essentially forms the economic structure. The Marxist view holds that the 
Superstructure consists of cultural elements that are basically derived from 
and determined by the Base structure. In this view, then, it is not difficult to 
come to the conclusion that the Superstructure is nothing more than a 
parasitic existence that saps the force of life from the Base structure. The only 
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logical argument from such a conclusion is that the Superstructure has to be 
overthrown in a violent and bloody revolution so as to bring emancipation to 
the Base structure. 
The Marxist conceptualization of power as given above was taken up to be 
"gospel" truth by many people. In parts of the world where the communist 
movements were successful, such as Cambodia, China, and Vietnam, the 
religious followers of the Marxist theory did not hesitate to execute the 
"cultured" people of the bourgeoisie class (see e.g., the case of China in 
Salisbury, 1992). In some parts of the world, specifically and most distinctly in 
North Korea, this Marxist theory is still firmly held by the masses. 
However, the majority of the world's nations have now come to believe that 
"reasonable" motivations for labor given by their states will ultimately lead to 
individual prosperity and happiness. Evidently, the Marxist theory of power is 
not adequate in explaining the modes of manifestations of power by the state 
and the acceptance and consent to the rule of the state by its people of the 
modern times. 
The discrepancy in the Marxist theories of power, repression and violence 
with the realities of the capitalist societies is filled by several alternative 
theories of power and ideology that try to explain the dynamics and structure 
of power from the perspective of notions such as "shared belief systems," "the 
common sense," or "knowledge": conceptualizations that may be summed up in 
one word, ideology. In this section, four of the major approaches to power 
represented by four scholars in the discipline of philosophy and sociology will 
be discussed. 
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1.1.1. Gramsci (1891-1937): Power as Hegemony 
Gramsci uses the concept "hegemony" to explain the manner in which the 
people of the ruling class establishes and sustains their dominance over the 
masses. "Hegemony" refers to the strategies that are utilized by the dominant 
class, within the culture of the Superstructure, to at least partially provide the 
ideology that determines social formations. Thus the Superstructure and the 
Base structure are seen to form an organic relationship of mutual dependence 
rather 'Iian a relationship of repression and violence.4 
Gramsci, of course, acknowledges the manifestation of crude force, in what 
he refers to as the "war of maneuver" or "war of movement." However, the 
non-complex political struggle of active revolution and open warfare which 
characterizes the "war of movement" inherently brings about violence and 
bloodshed. Gramsci seems to have been in opposition to the "war of movement" 
as the sole strategy for control and social reform not because of its violence 
and bloodshed but because of its ineffectiveness against complex political 
fronts armed with hegemony. Rather, Gramsci proposes the "war of position" 
as the more effective and permanent manner of causing a reversal of 
hegemonic relations between political groups in opposition. 
For a selection of readings written by Gramsci, refer to Gramsci (1971, 
1988). However, a comprehensive and cogent analyses of Gramsci's general 
philosophy is found in Adamson (1980), Hoare and Smith (1971), and 
Sassoon (1982). Insightful discussions on the concept of "hegemony" can be 
found in Bocock (1986), Mouffe (1979), and Salvadori (1979). Gramsci's 
understanding of the Marxist theory is explained in Paggi (1979). The 
discussions in this section benefited from reading the sources mentioned 
here and condensing the overlapping ideas from all of these sources. 
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The "war of position" depends on political and moral leadership and it is 
characterized by passive revolution that may be observed for instance in 
Gandhi's passive resistance and socio-economic actions such as boycotts. 
Through the "war of position," Gramsci asserts that hegemony may shift from 
the dominant group to the dominated group. In Marxist terms, the desired 
consequence of "the war of position" is that the Superstructure will lose its 
hegemony and only maintain dominance while the Base structure will acquire 
hegemony although it may still not have dominance. At this point, Gramsci 
acknowledges the need for a temporary regression to the "war of movement" 
so that the Base structure may win its domination over the Superstructure and 
cause social reform that results in the reversal of domination and power 
relationships. 
In the above complex political struggle of the "war of position," the concept 
of culture, ideology, and language becomes crucial. Gramsci believes that the 
political and moral leadership that are at the center of the "war of position" 
depend on acquiring hegemony by finding common grounds of culture and 
shared morals and ethics through the use of language. Especially in advanced 
capitalist societies, the leadership of the dominant group is represented by 
"organic intellectuals" who forge alliances with suppliers of production by 
providing a perceived set of common interests. These common interests come 
in the form of a coherent and systematic understanding of the world that 
influences not only the thinking of the dominated groups, but also informs 
the masses of appropriate actions and provides the principles upon which 
social institutions are to be organized. 
Thus it is the "organic intellectuals" who represent the moral leaders of the 
hegemonic group(-to-be) that provide the "reasonable" philosophy to 
everyone who will accept it as their guideline for actions and behaviors. When 
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this philosophy turns into the "common sense" of the whole society, the 
hegemonic relation is seen to have become steady. Therefore, in order to 
stabilize the economic interests of one group as the common interest among all 
social groups, the "organic intellectuals" of the hegemonic group(-to-be) need 
to work hard to make their philosophy accepted through the "war of position." 
The "war of position" fails when the social group(s) of the opposition 
refuses to accept the philosophy of the "organic intellectuals" as "common 
sense." The failure of the "war of position" entails the failure to forge alliance 
among social groups, therefore it means that hegemonic relations are not 
realized. It is at this point that the "political society" is formed in which 
domination and exercise of power are achieved only through coercion and 
necessary violence. 
On the other hand, the society in which the alliances among social groups 
have been stabilized is referred to as the "civil society" in which the alliances 
among the dominant and the dominated social groups are obtained through 
consent rather than coercion. This complex relationship among social groups 
in a "civil society" is only possible when the culture of the dominant social 
group becomes the common ground upon which hegemony is forged. The 
significance of language in this relationship is that language is considered to 
be the vehicle of culture. In Gramsci's words, "the general question of 
language" is "the question of collectively attaining a single cultural climate'" 
(Gramsci, 1971: 349) 
At this point it is interesting to note Gramsci's views on the type of 
language that is able to fulfill the role of the above vehicle of culture. Gramsci 
asserts that there is a type of language, the standard language, that is able to 
serve as the language of a "great culture." In his view, a dialect encompasses 
only a limited or provincial view of the world and is thus inappropriate as a 
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vehicle of a "great culture." Though it is not clear what he meant by a standard 
language or a dialect, Gramsci seems to have the notion that the language 
which becomes the vehicle of culture, and is thus used in the process of 
forging hegemony has to be one that has a rich cultural and historical 
tradition and varied forms of expression that may embrace the great 
complexities of the world. 
It is doubtful whether all standard languages of the world are rich in 
tradition and varied in their forms of expression while all dialects are limited 
in their scope of world view. Even if this were true at a particular time at a 
particular place, it can nevertheless be said a hegemonic group(-to-be) may 
wage the "war of position" through the use of the standard language that may 
not be their native tongue. After winning the "war of position," even a 
dialectal language of a hegemonic social group can certainly be proclaimed as 
the national standard language once the hegemonic group has established 
dominance. A different scenario is that a social group may obtain domination 
through the "war of movement" and then wage the "war of position" for 
hegemonic power and win both of them. Then, through hegemony and 
domination, the newly proclaimed standard language may acquire new 
expressions and give birth to a fresh tradition with which it may serve the 
society as the vehicle of culture. 
In summary, Gramsci provides us with several key concepts, e.g., 
"hegemony," "war of movement," "war of position," "organic intellectuals," 
"common sense," "language as the vehicle of culture," "civil society," "political 
society," "standard language," and "dialect," that when put together give a 
fairly plausible explanation of the relations of power and domination among 
different social groups in a given society. In Gramsci's work "hegemony" 
comes to the forefront in developing his theory of domination, hegemony and 
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language which may be translated directly as a theory of language, ideology, 
and power. 
However, one feature is lacking in Gramsci's work, and that is the problem 
of concreteness, especially in explaining the role of language: Other than 
referring to "common sense" as the "folklore of philosophy," and other than 
describing language as the "vehicle of culture," these two terms are not 
explained clearly. What are the manners in which language is used as the 
"vehicle of culture?" When does philosophy turn into "common sense?" These 
are questions that still remain. 
1.1.2. Foucault (1926-1984): Power as Knowledge5 
In virtually all of the social, political, cultural, and linguistic studies that 
deal with the questions of power, there is mention of Foucault's work and his 
philosophy. Nevertheless, one sees the effects of Gramsci's philosophy in 
Foucault's work: For example, Foucault asserts that the common-sensical 
conception of power as a mode of violence is ineffective in bringing about an 
absolute, non-hesitant, and non-resistant modification of behavior because of 
its clear visibility. This view parallels that of Gramsci who emphasizes the 
5
 As in the case of Gramsci's work, the discussions presented in this section is 
derived not only from Foucault's own works (1972, 1977, 1979, 1980, 1983, 
inter alia) but also from the works of others who discuss Foucault's writings 
at length. For example, a general and comprehensive discussion of 
Foucault's philosophy can be found in Dreyfus and Rabinow (1983), and 
Miller (1993). A close look at Foucault's theory of power appears in 
Harbermas (1987: 266-293). An interesting discussion of Foucault's life and 
his works is also given in Nehamas (1993). 
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ineffectiveness of the "war of movement" and domination without hegemony. 
As Gramsci developed the theory of hegemonic relations, Foucault developed 
the theory of invisible power relations. As Gramsci asserted that hegemony is 
the strategy used by a social group in maintaining dominance, Foucault 
emphasized that power is not a property or possession of a dominant class but 
rather is a strategy. 
However, the significance of Foucault's philosophy does not rely on its 
resemblance to Gramsci's ideas on hegemony. Unlike the Marxist theory of 
power and domination that Gramsci bore affiliation to, Foucault developed a 
distinct theory of power that did not try to explain all relations of power as 
relations of economic forces. Thus in defining power as a strategy, he asserts 
that power exists everywhere, at all times, and between all relations of forces.6 
One should note that Foucault was not concerned with the questions on 
power in and of itself, but as a necessary concept to the study of self (1983: 
209). Hence the reason that Foucault's works also deal with the analysis of 
production and signification (e.g., 1965, 1971, 1973, 1978, 1985) which the 
human subject is placed in relation to. However, it is perhaps because the 
goals of his analysis were not ultimately in power relations that he was 
able to produce such a complex and yet an illuminating theory of power. 
It is also important to note that Foucault's thoughts and conceptualizations 
on the relationship among language, ideology, and power shifted 
considerably from his earlier works to his later works (Archaeology versus 
Genealogy). While discussions relevant to the role of language is mostly 
found in the earlier Archaeology stage of Foucault's works, the 
conceptualizations on power relations is certainly presented in a much 
more polished form in the later Genealogy stage (beginning with 
Discipline and Punish). 
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In this conception of power, the questions to be asked are not "where does 
power come from?" or "what is power?" In other words, he emphasizes that 
power does not come only from the dominant social group, and he further 
points out that power is not a strategy used by the Superstructure to forge a 
hegemonic relation in an attempt to maintain dominance over the Base 
structure. Foucault (1983: 216-217) poses two different questions (i.e., "By what 
means is it [power] exercised?" and "What happens when individuals exert (as 
they say) power over others?") as a way of asking the question "How is power 
exercised?" Foucault also (1983: 209-210) points out that in order to ask the 
above questions in the appropriate context, one first needs to have a 
"historical awareness of our present circumstances" and an awareness of "the 
type of reality with which we are dealing." With these conceptual needs 
satisfied, one can approach the questions concerning power relations by 
asking what kinds of oppositions against power relations can be found in our 
society. 
Foucault asserts that there are three types of struggles against power 
relations: struggles against domination by an ethnic, social or religious group; 
struggles against exploitations of labor and economics; and struggles against 
subjection and forms of subjectivity and submission. He further points out that 
the common factor that underlies all of these oppositions is not found to be a 
struggle against an institution, or a social group, or a class. Rather the 
common factor is found in that the struggles are oppositions against a 
"technique," or a "form of power." 
Having identified that power is exercised as a technique or a strategy, the 
task of characterizing this technique of power remains. First and foremost, the 
techniques of power are invisible, anonymous and unverifiable, and second, 
the effectiveness of the exercise of power depends on being continual and 
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subtle rather than discontinuous and violent (Foucault, 1979: 208). In 
Foucault's (1983: 221) words, the exercise of power "consists in guiding the 
possibility of conduct and putting in order the possible outcome." Thus power 
is defined as "a mode of action upon the action of others," and "when one 
characterizes these actions by the government of men by other men—in the 
broadest sense of the term—one includes an important element: freedom." In 
other words, Foucault sees power relations to exist only in individuals that are 
free to choose their course of action. 
An important element to the discussion of power relations by Foucault is 
that of knowledge. As Foucault (1979: 27-28) emphasizes: 
We should admit rather that power produces knowledge ... ; that 
power and knowledge directly imply one another; that there is no 
power relation without the correlative constitution of a field of 
knowledge, nor any knowledge that does not presuppose and 
constitute at the same time power relations. These 'power-knowledge 
relations' are to be analyzed, therefore, not on the basis of a subject 
of knowledge who is or is not free in relation to the power system, 
but, on the contrary, the subject who knows, the objects to be known 
and the modalities of knowledge must be regarded as so many effects 
of these fundamental implications of power-knowledge and their 
historical transformations. In short, it is not the activity of the 
subject of knowledge that produces a corpus of knowledge, useful or 
resistant to power, but power-knowledge, the processes and 
struggles that traverse it and of which it is made up, that determines 
the forms and possible domains of knowledge. 
It is thus the above quotation that justifies Foucault's theory of power as 
knowledge. 
How, then, did Foucault describe the relationship among knowledge, 
ideology and language? Foucault's conceptualization of ideology is phrased as 
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"regime of truth" (Foucault, 1980: 132) and, in fact, he asserts that one should 
think of "the political problems of intellectuals not in terms of 'science' and 
'ideology', but in terms of truth' and power'." He (1980: 133) further defines 
"truth" as a "system of ordered procedures for the production, regulation, 
distribution, circulation and operation of statements." Furthermore, Foucault's 
notion of the "regime of truth" is not only ideological or Superstructural, 
rather it is a notion that is asserted to be the necessary condition for the 
formation and development of capitalism, while at the same time operating in 
socialist countries. 
The role of language in relation to power is, on the one hand, downplayed 
in that Foucault (1983: 217) explicitly distinguishes 
power relations from relationships of communication which transmit 
information by means of a language, a system of signs, or any other 
symbolic medium. 
On the other hand, it is emphasized in the assumption that these two 
relationships, together with the objective capacities of economic production, 
always overlap one another, support one another reciprocally, and use each 
other mutually as the means to an end (1983: 217-218). However, as Gordon 
(1980: 245) points out. it is important to note that the role of language is at one 
point highlighted when "Foucault shows how the rules of formation of 
discourses are linked to the operation of a particular kind of social power." 
The question then arises, what is the operation of a particular kind of social 
power that is linked to discourse and to language? Foucault (1972: 218-219) 
gives the answer by saying that 
Of the three great systems of exclusion governing discourse— 
prohibited words, the division of madness, and the will to truth— I 
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have spoken at greatest length concerning the third. (219, emphasis 
added) 
... if we ask what is, in its very general form, the kind of division 
governing our will to knowledge—then we may well discern 
something like a system of exclusion (historical, modifiable, 
institutionally constraining) in the process of development. (218, 
emphasis added) 
It is in this vein that in Dissanayake (1993: 337-338), Foucault (1980) has 
been described to have argued that "language, far from being a neutral and 
value-free medium, is a concealed subjective power that communicates 
experience, delineates reality and imposes notions of worth." If this is a 
correct interpretation of Foucault, he evidently disagrees with the Chomskyan 
(1965. 1975. 1986) notion of language as an autonomous entity that resides in 
the human mind as the competence of an "ideal speaker-hearer," but rather 
has a sociolinguistic view emphasizing the context of language use in which 
the dominant group of a society controls the dominated group by diffusing 
ideologies (through regime of truth) that help to sustain their unequal 
relationship. 
Foucault (1979: 198-201) exemplifies the "rituals of exclusion" by giving a 
critical analysis of how the society treats social outcasts that are symbolized by 
lepers but are in fact formed by beggars, vagabonds, and madmen. In this case, 
Foucault uses the notion of the Panopticon7 which functions as a social 
While the notion of the Panopticon is borrowed from Bentham (1791), 
Foucault (1979: 200) describes it as a mechanism: 
like so many cages, so many small theatres, in which each actor is 
alone, perfectly individualized and constantly visible. ... Visibility is 
a trap. ... Each individual, in his place, ... is seen, but he does not see; 
he is the object of information, never a subject in communication. 
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machine that performs the power of "normalization." This "normalizing" 
power is exercised by "all the authorities exercising individual control ... 
according to a double mode; that of binary division and branding." And he 
asserts that it is this "constant division between the normal and abnormal, to 
which every individual is subjected, [that] brings us back to our own time... ." 
The iroi.y in this process of exclusion and "normalization" is that there is a 
dual effect: on the one hand, there is "the existence of a whole set of 
techniques and institutions for measuring, supervising and correcting the 
abnormal," which can be considered positive, and on the other hand, the fact 
remains that these disciplinary mechanisms gave rise to the "fear of the 
plague." The significance of the role of the Panopticon in such a process is 
that it induces a "state of conscious and permanent visibility that assures the 
automatic functioning of power." 
The conceptualization of discourse and power as given in the above 
discussion is clearly a "negative view of the articulation of discourse and 
power as a phenomenon of exclusion, limitation and prohibition" (Gordon, 
1980: 245). In this perspective, Nehamas (1993: 31) interprets Foucault's ideas 
of power as follows: 
Indeed as the expression of power came to be cloaked in the 
vocabulary of humanism and humanitarianism, the condition of 
oppression actually became worse. For the benevolent appearances 
of modern power made it that much more difficult to resist. 
Clearly, a negative and oppressive interpretation of Foucault such as the 
one given above is correct in certain respects. Nevertheless, one should not 
forget that Foucault also uses the analogy of the Panopticon for situations 
where "the imperative is to set individuals in a grid where they can be made 
productive and observable" and asserts that the Panopticon is "an adaptable 
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and neutral technology for the ordering and individuating of groups" 
(Dreyfus and Rabinow, 1983: 189). In Foucault's (1979: 207-208) words: 
This Panopticon, subtly arranged so that an observer may observe, at 
a glance, so many different individuals, also enables everyone to 
come and observe any of the observers. ... The Panopticon, on the 
other hand, has a role of amplification; although it arranges power, 
although it is intended to make it more economic and more effective, 
it does so not for power itself, nor for the immediate salvation of a 
threatened society: its aim is to strengthen the social forces—to 
increase production, to develop the economy, spread education, raise 
the level of public morality; to increase and multiply. 
In view of Foucault's conception of the Panopticon as given above, and in view 
of the notion of power relations that necessarily entails the participation of 
individuals who are free to choose their course of actions, it is difficult to 
simply say that Foucault's theory of language, ideology, and power paints a 
negative picture of oppression. 
The significance of Foucault's works in relation to this study is that they 
provide the basis for the idea that power relations are at once positive in that 
they encourage production, and facilitate development; and negative in that 
they are repressive and dominant. A further significance of Foucault's 
thoughts is found in his discussion of the methods of analyzing power 
relationship (1983: 222): he "does not deny the importance of institutions on 
the establishment of power relations," rather he emphasizes that 
one must analyze institutions from the standpoint of power relations, 
rather than vice versa, and that the fundamental point of anchorage 
of the relationships, even if they are embodied and crystallized in an 
institution, is to be found outside the institution. 
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Put differently, Foucault warns us that the relations of power observed in 
discourses that bring about regime of truth should not be understood in terms 
of power originating in an institution in an attempt to dominate the masses. 
This is exactly what he had articulated when he asserted that one should not 
ask the questions of "What is power and where does it come from?" Rather, in 
Foucault's perspective, power relations can be formed and continue to exist 
only as a result of mutual interdependence between forces. 
1.1.3. Bourdieu (1930-): Symbolic Power of Language8 
Bourdieu's theory of language, ideology, and power is similar to Foucault's 
theory of power in that neither of them adhere to a Marxist conceptualization 
of ideology and power. Thus Bourdieu also emphasizes the "invisibility" of 
symbolic power. Thompson (1991: 23) explains Bourdieu's conceptualization of 
power in the following: 
... power is seldom exercised as overt physical force: instead, it is 
transmuted into a symbolic form, and thereby endowed with a kind 
of legitimacy that it would not otherwise have. Bourdieu expresses 
this point by saying that symbolic power is an invisible' power 
which is misrecognized' as such and thereby 'recognized' as 
legitimate. 
8
 The discussions in this section are derived from Bourdieu (1977, 1984, 1986, 
1990a and b, 1991) as well as Calhoun (1993), Collins (1993), and Jenkins 
(1992). A particularly illuminating and "sympathetic exposition" of 
Bourdieu's works can be found in Thompson (1991). 
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The critical departure of Bourdieu's works on symbolic power from 
Foucault's notion of power as knowledge is that within Bourdieu's theory, 
power is seen as a commodity that can be owned by an ind -dual. This 
possession of power comes in the form of the linguistic "habitus" that makes 
up an integral part of the bodily "hexis," which in turn forms a basis for all 
exercise of symbolic power within a particular society. 
As Thompson (1991: 12-13) notes, "habitus" is a key concept that Bourdieu 
uses in developing his theory of "symbolic power." The habitus is "a set of 
dispositions which incline agent to act and react in certain ways," where 
dispositions are "acquired through a gradual process of inculcation in which 
early childhood experiences are particularly important." Thus the inculcated 
dispositions which make up the habitus are considered to be "structured in the 
sense that they unavoidably reflect the social conditions within which they 
were acquired," and these structured dispositions are inevitably "durable," 
"generative," "transposable," and "concur with the conditions of existence of 
which the habitus is itself the product." When these durable dispositions 
become permanent, they form the bodily "hexis" which manifests in the way 
an individual stands, speaks, walks, feels and thinks. 
The significance of the habitus and the hexis is that an individual who 
possesses them has acquired them in, and constantly lives and acts in, specific 
social contexts or settings. These social contexts are referred to by Bourdieu as 
"fields" or "markets" which are "structured space of positions in which the 
positions and their interrelations are determined by the distribution of 
different kinds of resources or 'capital'" (Thompson, 1991: 14). When 
individuals interact with other individuals in the society within a specific 
market, they speak. The product of this act of speaking, the linguistic 
utterances of an individual, is perceived as having specific values which vary 
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on the scale of symbolic power or symbolic violence depending on the context 
within which they are uttered and heard.9 
Since the process through which an individual acquires his or her habitus, 
which culminates in his or her owning a distinct bodily hexis, is a socially 
structured one, it is inevitable that there will be systematic discrepancies in 
the way symbolic power is acquired and exercised by people of differing 
linguistic habitus which correlate with differing social conditions. In this 
perspective, Thompson (1991: 19-20) notes that 
phenomena of politeness and tactfulness, of choosing the right word 
for the right occasion, are not exceptional phenomena but are 
simply the most obvious manifestation of a situation common to all 
linguistic production. 
Further, Bourdieu (1984) discusses the symbolic benefits of the linguistic 
habitus owned by the upper class individuals as they engage in formal 
discourse. Thus individuals whose linguistic habitus was acquired in the social 
contexts of the "petit bourgeois" class or the lower classes are disadvantaged in 
the linguistic market of formal discourse because their utterances are given a 
very limited value, if any value at all. 
It is important to note that although Bourdieu uses several items from the 
economic terminology such as "capital" and "market," his conceptions of 
these terms are not derived purely from economic relations. Rather, 
Bourdieu's notion of capital and market encompasses not only the notion of 
the economic capital (e.g., material wealth) and economic market, but also 
notions such as "cultural capital" (e.g., knowledge or skills), "symbolic 
capital" (e.g., prestige or honor), "political capital" (e.g., rank or position), 
"cultural market" and "linguistic market." 
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In addition to the manner of speech that exercises symbolic power, 
Bourdieu also discusses the content of speech as a sociological entity relevant 
to symbolic power. In a critical analysis of Levi-Strauss" (1963) work on the 
formal structures of reciprocity, Bourdieu (1977, 1990a and b) asserts that the 
contents of linguistic utterances together with the physical acts in the 
ritualized processes of exchanging gifts in the Kabyle society is, in fact, a 
mechanism through which the exercise of symbolic power can be seen. 
According to Bourdieu, the reason why previous scholars of the structuralist 
school have not seen these processes as exercises of symbolic power is that the 
power dynamics are disguised so well that most people do not even feel its 
presence. 
Thus in Bourdieu's works, the symbolic dimension of power portrays the 
ideological component in the relationship among language, ideology and 
power. On an elaborate societal scale in which language forms a portion 
(although not the whole) of the total structure of symbolic power, Bourdieu's 
conceptualizations of the multidimensional market economy, the linguistic 
market, and linguistic capital are particularly useful. They exemplify the 
importance of the role that language plays in the relations of symbolic power. 
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1.1.4. Thompson: Language and Ideology10 
A review of Thompson's works shows that his thoughts have been greatly 
influenced by scholars such as Bourdieu, Habermas, and Ricoeur (Thompson, 
1981, 1991). Through a comprehensive analysis and understanding of these 
theorists, Thompson (1984: 4, 130-131; 1987: 519-520) arrives at the conclusion 
that "the study of ideology is the study of the ways in which meaning 
(signification) serves to sustain relations of domination." In Thompson's 
words, "domination" is "a specific instance of institutionally established power 
relations"; i.e., the relations of power that are "systematically asymmetrical," 
and "power" is "the ability to act in pursuit of one's aims and interests"; "to 
intervene in the sequence of events and to alter their course." 
Thompson (1987: 517-518) points out that language is used as a medium by 
which society perpetuates unequal power relationships among '[social] 
classes, sexes, races and nation-states." And he adds that "ideology is essentially 
linked to the process of sustaining asymmetrical relations of power—that is, to 
the process of maintaining domination." The message is that assumptions of 
acceptable ideologies of a society are spread among the people and transmitted 
from one generation to another through the use of language, thereby making 
it possible for those who have power to create and impose a particular type of 
social order on others. Since it is largely through language that meaning is 
The first major work of Thompson that contains his original ideas relevant 
to the study of power, ideology and language appears in 1984. His 1987 
article is a condensed and enhanced version of his earlier work (i.e., 1984: 
73-147). A recent publication (1990) is an expanded discussion of his 
conceptualizations of ideology from a critical perspective of sociology. 
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communicated in society, it is inevitable that the speakers who enjoy a 
powerful status in a society rely on specific uses of language (both consciously 
and unconsciously) in an attempt to keep the social order that they have 
established. 
Thompson's views on language, ideology, and power bear close 
resemblance, albeit in a much simplified manner, to Bourdieu's theory of 
symbolic power within a particular society. However, the simplicity of 
Thompson's ideas does not result in undermining the relations of power in 
society, rather it magnifies the role that language plays in the relations of 
domination through the formation of specific ideologies. It is in this vein that 
Threadgold (1986: 18) acknowledges Thompson as the person who gave a 
"privileged place to the theories of language" and brought about a "paradigm 
shift" by highlighting the research on critical linguistics, sociolinguistics, 
and the work of Halliday in his discussions of major theories on language, 
ideology, and power by scholars such as Bourdieu, Giddens, Ricoeur, Pecheux 
and Habermas. 
Thus the significance of Thompson's works is found in his successful 
efforts in bringing language (in its manners of conveying meaning) to the 
forefront in the relationship among language, ideology and power. In the eyes 
of linguists, language has now found its rightful place in this complex and 
dynamic relationship. And Eagleton (1991: 5) notes, Thompson's definition of 
ideology as given above is "probably the single most widely accepted 
definition of ideology" by linguists and sociologists alike. 
A further significance of Thompson's work is found in his efforts to 
provide a framework11 for the analysis of language in its relationship with 
1
 ! Thompson's methodological framework for the study of language and 
ideology is discussed with more detail in Chapter 3. 
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ideology and power. In his framework, he brings together the socio-historial, 
linguistic, and hermeneutic dimensions of the study of language as ideology. 
In this process, Thompson relies on linguistic theories, particularly those of 
sociolinguists such as Roger Fowler, Robert Hodge, Gunther Kress, and Tony 
Trew to fill the methodological gap in linguistic analyses that are necessary in 
bridging the two other components, i.e., the socio-historial analyses and the 
hermeneutic analyses. These sociolinguistic paradigms for the study of 
language are the subject of discussion in the following section. 
1.2. Linguistic Paradigms for the Study of Language, Ideology, and Power 
With the above theorization of the relationship among language, ideology, 
and power, the next question to be considered is whether such a theoretical 
conceptualization concerning language can be studied within the dominant 
regime in the field of linguistics, namely, autonomous linguistics. Needless to 
say, any research whose foundations lie in theories of language, ideology and 
power, as outlined above, does not fit with the autonomous paradigm of 
linguistic research. The Saussurian view of linguistics proper as the study of 
langue (de Saussure 1966) and the Chomskyan view of linguistics as the study 
of "the knowledge of language," i.e., "the competence" of the "ideal speaker-
hearer" (Chomsky 1965, 1975, 1986), do not address issues pertaining to 
ideologies, domination and socio-political power structures. 
However, a concept relevant to such studies is found, as far back as 1923 
when Malinowski first introduced the phrases "context of culture" and 
"context of situation" in an attempt to describe language use in specific socio-
cultural and contextual situations. As an ethnographer, the significance of 
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Malinowski's work lies mainly in the fact that he (1935) acknowledges the 
interdependent relationship between all types of words and their pragmatic 
functions.12 But as we shall see in following sections, the concept of "context 
of situation" becomes crucial in the development of sociolinguistic theories. 
1.2.1. Firth13/Labov: Socially-realistic Linguistics 
Halliday and Hasan (1989: 8) explain that Firth was a young linguist and 
colleague of Malinowski who was interested in the cultural background of 
language. Subsequently, Firth (1935) borrowed Malinowski's conception of 
"context of situation" and asserted that linguistics is the study of meaning and 
that meaning is essentially expressed through pragmatic functions in a 
context. The distinction between Malinowski and Firth is that while 
Malinowski was interested in language only as a means of doing 
anthropological research. Firth was concerned with the notion of the context 
of situation as a crucial concept to the understanding of language in general 
(Firth, 1957b). 
The constituents of the context of situation as outlined by Firth (1950) are 
as follows: 
Halliday and Hasan (1989: 5-8) give a detailed description of the context in 
which Malinowski (1923) coins the term "context of situation" in order to 
express the relevance and need for situational commentary that explicates 
the linguistic utterances of Kiriwinian in their speech acts of fishing and 
gardening. 
For a more detailed discussion on the Firthian tradition of sociolinguistics, 
refer to Kachru (1981). 
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• Participants in the situation 
• Action of the participants (both verbal and non-verbal) 
• Other relevant features of the situation (i.e., surrounding objects and 
events that bear significance in the action of the participants) 
• Effects of the verbal action 
One linguist who used these constituents in empirical analyses of language 
is Mitchell (1957, 1975). Particularly in his work on the "language of buying 
and selling" in North Africa (Mitchell, 1957), he is able to clearly illustrate 
how these constituents serve as an integral basis for the understanding and 
analysis of the text (i.e., linguistic utterances) of vendors and customers in the 
streets of the North African market. 
Though not specifically linguistic in his orientation, Hymes is also 
acknowledged as one of the scholars who made further developments in the 
concept of context of situation in the analysis of communicative events. In his 
(Hymes, 1967, 1968, 1971, 1974) research on ethnography of speaking 
(otherwise referred to as ethnography of communication), Hymes (1974: 51-
62) identifies at least 11 components of speech events, summarized by Saville-
Troike (1989: 138) as follows14: 
• Genre, or type of event (e.g., joke, story); 
• Topic, or referential focus; 
• Purpose or function; 
• Setting, including location, time, season and other physical aspects 
of the situation; 
1 4
 Hymes discusses 16 components of speech events but collapses a few of 
them in order to make the acronym SPEAKING. A relatively easy-to-read 
discussion of Hymes" approach with ample examples of how Hymes' methods 
of analysis can be used is found in Saville-Troike (1982). 
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• Key, or emotional tone of the event; 
• Participants, including age, sex, ethnicity, social status, etc.; 
• Form of message, including both vocal and non-vocal channels, and 
the nature of the code (e.g., which language, and which variety); 
• Content of message, or surface level denotive references; what is 
communicated about; 
• Rules for interaction, or what properties should be observed; 
• Norms of interpretation, including the common knowledge, the 
relevant cultural presuppositions, or shared understanding, which 
allow particular inferences to be drawn about what is to be taken 
literally, what discounted, etc. 
In a similar perspective, Labov (1963, 1966, 1972a and b, 1988) established a 
solid basis for the discussion of correlational linguistics in which he showed 
the crucial relationship between linguistic patterns of speech and the social 
context and/or stratification that form the background of all linguistic 
behavior. The significance of Labov's work is found not only in the fact that 
his empirical research produced abundant data that support his theory, but 
also in his success in bringing an acute awareness of the social and contextual 
dimensions to the understanding and analyses of all types of linguistic events. 
It is in this vein that Labov emphasized the need for "socially realistic 
linguistics" (1972a: xiii), especially in the United States. Labov's position on 
such sociolinguistic approaches to language description and analysis has been 
emphatically echoed by Kachru (1981 and later). 
As the above discussion shows, the Firthian thoughts on language have 
allowed scholars in the field of linguistics per se to begin an appreciation for 
the role of the context of situation in linguistic events. However, even the 
numerous empirical studies of Labov still remained analyses of phonological, 
structural or textual (logical) features of language. It is not until Halliday 
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developed the systemic theory of linguistics that one sees the emergence of a 
concept that bears some resemblance to the notion of ideology in language. 
1.2.2. Halliday: Systemic Linguistics 
Kachru (1981: 80) notes that "several 'socially realistic' aspects of Firth's 
theory have been expanded, elaborated and illustrated" by Halliday (e.g., 1968, 
1971, 1975, 1976, 1985a and b). Clearly, the Firthian tradition in Halliday can be 
found in two aspects of Halliday's work which he expresses as follows15: 
The text ... is an instance of the process and product of social 
meaning in a particular context of situation. Now the context of 
situation ... is encapsulated in the text ... through a systematic 
relationship between the social environment on the one hand, and 
the functional organization of language on the other. (Halliday and 
Hasan, 1989: 11, emphasis added) 
In the above quotation, Halliday essentially emphasizes the importance of the 
social context of language and of the functional property of language. These 
two aspects are precisely those with which that Firth was concerned. However, 
the reason that Halliday's works hold a special place in contemporary 
sociolinguistic studies is not because he reasserted Firth's concerns, but 
5
 There seems to be unresolved dispute over the acceptance of Halliday as a 
"neo-Firthian" sociolinguist. The specifics of the dispute are beyond the 
scope of this study. However, relevant discussions are in Kachru (1981) and 
Palmer (1968). A counter reply to Palmer is given by Halliday (1971), and 
an argument against Palmer which favors the position that Halliday should 
rightly be categorized as a neo-Firthian can also be found in Robins (1971: 
37-39, 291-297). 
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because he went beyond the level of stressing the relevance of the context of 
situation and the functional characteristic of language. He provided a concrete 
methodology of language study in this perspective. 
In order to look at the functional characteristic of language as a 
fundamental principle of language study, he identifies three major types of 
semantics (or metafunctions) of every language: interpersonal, ideational 
(experiential and logical), and textual (Halliday, 1970, 1973a and b, 1978, 1985a). 
This is the approach that has been termed the systemic theory of linguistics. 
Halliday explains these metafunctions as follows (Halliday and Hasan, 1989: 45): 
To be able to read a text, or listen to it, effectively and with 
understanding, we have to be able to interpret it in terms of all these 
metafunctions. In other words, anyone who is learning by listening 
to a teacher, or reading a textbook, has to: 
la. understand the processes being referred to, the participants 
in these processes, and the circumstances—time, cause, etc.— 
associated with them [experiential]; 
lb. understand the relationship between one process and 
another, or one participant and another, that share the same 
position in the text [logical]; 
2. recognize the speech function, the type of offer, command, 
statement, or question, the attitudes and judgments embodied in it, 
and the rhetorical features that constitute it as a symbolic act 
[interpersonal]; and 
3. grasp the news value and topicality of the message, and the 
coherence between one part of the text and every other part 
[textual]. 
Halliday (e.g., 1968, 1971, 1985b) further emphasizes that the analysis of 
linguistic functions has to be done in light of the context of situation in 
which the linguistic event occurs. He identifies the three concepts 
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relevant to the analysis of the context of situation as outlined below 
(Halliday and Hasan 1989: 45-46): 
• field of discourse: the play'—the kind of activity, as recognized in 
the culture, within which the language is playing some part 
[predicts experiential meaning]; 
• tenor of discourse: the 'players'—the actors, or rather the 
interacting roles, that are involved in the creation of the text 
[predicts interpersonal meaning]; and 
• mode of discourse: the 'parts'—the particular functions that are 
assigned to language in this situation, and the rhetorical channel 
that is therefore allotted to it [predicts textual meaning]. 
Thus the above three components of the context of situation are related to the 
functions of language in the sense that they give crucial clues to the speaker-
hearer/reader-writer that makes predictions possible. The fact that we are 
able to make predictions about our speech events assures the success of 
communication. It is worth noting that the level of sophistication found in 
Halliday's framework of linguistic research goes far beyond the level of what 
can be discussed in a brief survey, as for example, in the extensive 
descriptions of "functional grammar" that focus on the uses of language 
rather than formal aspects of structure (Halliday, 1985a) which he refers to as 
"An Introduction to Functional Grammar" 
The discussion above on Halliday's conceptualization of the functionality of 
language and the relevance of the context of situation is rather brief. 
Nevertheless, one is able to notice that the concepts have become much more 
elaborate and concrete than either in Firth or in Hymes. Moreover, Halliday's 
work is probably the most clearly linguistic in the sense that he strikes a 
balance between the meaning of the text and the significance of the context. 
In fact, most of his own research has a firm foundation on textual (linguistic) 
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analyses. He identifies two types of textual analysis, the intertextual and the 
intratextual.1 6 
In addition to the relevance of context and functionality of language, 
Halliday acknowledges that linguistic analyses require the notion of the 
"context of culture: the institutional and ideological background that give 
value to the text and constrain its interpretation" (Halliday and Hasan, 1989: 
49 ) . 1 7 Hence, one has to admit that Halliday is responsible for providing the 
foundations for the linguistic study of the relationship among language, 
ideology and power. It is no wonder that several (socio-)linguists with an 
awareness of the ideological function of language have followed the 
Hallidayan paradigm of linguistic research in their critical analysis of 
discourse/text. These types of research have been labeled "Critical 
Linguistics." The most notable among the scholars in this field are Roger 
Fowler, Robert Hodge, Gunther Kress, and Norman Fairclough. Thus it is to the 
works of these scholars that I shall turn to in the following two sections. 
'intertextual' context: relations with other texts, and assumptions that are 
carried over therefrom; 'intratextual' context: coherence within the text, 
including the linguistic cohesion that embodies the internal semantic 
relationship (Halliday and Hasan, 1989: 49). 
Needless to say, 1989 is not the year when Halliday first expressed such a 
position. The notion of the context of culture has existed alongside the 
notion of the context of situation ever since Halliday's first contribution to 
the field of linguistics. Note also that this volume was first published in 
1985. 
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1.2.3. Fowler, Hodge, Kress: Language as Ideology18 
In The Linguistic Encyclopedia. Fowler notes that (1988: 89): 
Critical linguistics is a socially directed application of linguistic 
analysis, using chiefly concepts and methods associated with the 
systemic-functional' linguistics developed by M.A.K. Halliday; 
He further explains that critical linguistics assumes that "all linguistic usage 
encodes ideological patterns or discursive structures which mediate 
representations of the world in language" and that 
analysis using appropriate linguistic tools, and referring to relevant 
historical and social contexts, can bring ideology, normally hidden 
through the habitualization of discourse, to the surface for 
inspection. 
It is only about two decades ago that the term "critical linguistics" is found 
for the first time in Fowler, Hodge, Kress and Trew (1979), and that Kress and 
Hodge (1979) published the monumental volume, Language as Ideology. 
However, the authors of Language as Ideology note that when it was first 
published, "it was too innovative for its own good" (Hodge and Kress, 1993: ix). 
Nevertheless, several scholars, particularly in the Australian and European 
1 8
 Although too numerous to mention each in detail, the works of Fowler (e.g., 
1985a and b, 1986, 1992), Fowler and Kress (1979), Hasan (1986), Hodge and 
Kress (1988), Kress (1983, 1985a and b, 1992), Kress and Trew (1978), Martin 
(1986), and Reid (1986) are representative of the works that clearly 
illustrate the relationship between language and ideology. 
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traditions of linguistics, have continued to pursue the theme of ideology in 
language. 
In their discussion of the relationship between linguistic structures and 
manifestations of ideologies, one of the example that Hodge and Kress (1993: 
16-17) give are the following transformational structures: 
(1) Have you emptied the garbage? 
(2) > » Has the garbage been emptied by you? 
(3) > » Has the garbage been emptied? 
In an interaction between a husband and a wife, the wife chose to say (3) 
rather than (1) or (2), and the authors interpret that the wife has a specific 
motivation in this speech event: By changing the theme of the sentence from 
actor to affected, the wife can effectively avoid a clash in which the focus is 
the actor (e.g., Why has it got to be me? Why can't you empty... ?). 
In additional to specific grammatical structures, such as the active-passive 
transformations, modality plays an important role in the analyses of critical 
linguistics. Hodge and Kress (1988: 123) assert that modality is 
one of the crucial indicators of political struggle. It is a central 
means of contestation, and the site of the working out, whether by 
negotiation or imposition, of ideological systems. It provides a 
crucial component of the complex process of the establishment of 
hegemonic systems, a hegemony established as much through the 
active participation of social agents as through sheer imposition' of 
meaning by the more powerful on the less powerful participant. 
Thus modality is seen to exist in virtually all aspects of language, and 
especially of verbal language, and modality in this perspective includes 
questions, statements, commands, tense, deixis, and hesitations. 
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An interesting example shows how the analyses of modality brings forth 
several interpretations on the content, the context, and the participant of a 
linguistic event consisting of a question from an interviewer and answer by 
the interviewee (Hodge and Kress, 1993: 127-128): 
Q Do you find the system, er, makes sense? 
A: Yes, I think I'm, er, beginning to understand it better now, and I 
must say, I'm quite sort of impressed. ... I, I quite like the idea of, 
er, sort of flexibility, I think is the key word, isn't it?—in the sort 
of prospectus. 
In giving the answer as quoted above, the interviewee uses several modalities 
that convey not only the content of his message, but other clues that bear 
significance on the power relationship. In essence, the answer signals that 
the interviewee likes the flexibility of the system that he had just been 
introduced to. But more importantly, the uncertainty of the answer, as 
signaled by the various hesitations and fillers, shows the uncertainty of the 
power relations between the interviewer and the interviewee. This 
uncertainty of power relations is seen as anxiety rather than as an 
unwillingness to admit lack of knowledge. Finally, the very fact that the 
answer was given in a hesitant, stammering manner signals that the 
interviewee is not a member of the "intellectually powerful class." 
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1.2.4. Fairclough: Language and Power 
The concept of critical linguistics culminates in the work of Fairclough, 
who asserts that the ideologies of the ruling class are projected on to the 
people as universal and common-sensical and thus used as mechanisms of 
domination by consent (Fairclough, 1989: 33-34).1 9 He uses the term 
"naturalization" to refer to the process whereby an ideology of the powerful 
class is turned into a universal belief, and he discusses the role of education, 
the media, political speeches, and social institutions in "naturalizing" these 
dominant ideologies. 
Thus Fairclough (1989: 5) proposes CLS (Critical Language Study) as the 
proper approach to language studies in which the aim of linguistics should be 
in "critical language analysis" which uncovers underlying power 
relationships in the use of language that are normally hidden from people. He 
(ibid, 13-16) claims that his views on CLS are different from the perspectives 
of Kramarae et al. (1984) and feels that the other approaches to sociolinguistic 
studies that address the issue of power and ideology in language use are 
unsatisfactory because they still submit to the dominant notion that the social 
nature of language is merely a sub-discipline of language studies. 
The key concept in Fairclough's proposal of CLS is "critical language 
awareness" (Fairclough, 1989, 1992b, c and d). Fairclough argues that the 
object of CLS is in causing critical language awareness which can bring 
"emancipation of those who are dominated and oppressed in our society" (1989: 
233). And he particularly notes the potential of critical language awareness 
19 A similar position was also articulated in an earlier study (Fairclough, 
1985). 
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related to language education in the schools. Similarly several studies were 
reported that discussed the emancipatory powers of critical language 
awareness in the classroom (e.g., Clark, Clarke and Smith, McKenzie, Stubbs, 
and Wallace in Fairclough, ed., 1992). 
Thus there is at least one crucial difference between Fairclough's CLS and 
critical linguistics as proposed by scholars such as Roger Fowler, Robert Hodge 
and Gunther Kress: While the paradigm of critical linguistics relies on a 
neutral conception of ideology "which relates to the ways in which people 
order and justify their lives"20 (Fowler, 1988: 92), Fairclough strongly feels 
that the linguistic practices of society are inherently linked to "ideological 
and political investment." (Fairclough, 1992a: 315). 
Nevertheless, this difference in degree seems to have been resolved in 
recent years as scholars in the field of critical linguistics incorporated the 
concept of power in their research, subsequently moved closer to Fairclough's 
notion of CLS. This eventually gave rise to the term critical sociolinguistics. 
Thus Kress (1994: 786) notes that critical sociolinguistics 
focuses on the materiality of language itself as politically, socially, 
culturally, and therefore ideologically constituted. It treats all of 
language as the product of social processes, so that its critical 
movement is to attempt to reveal the ideological, social 
constructedness of all linguistic form in order to show and thus open 
to critique the operations of power in and through language. 
2 0
 In fact, Fowler (1988: 92) explicitly states that ideology in critical 
linguistics "do NOT mean a set of ideas which are false, beliefs which betray 
a distorted consciousness' and are therefore politically undesirable" 
(emphasis added). 
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Thus critical sociolinguistics, as described above, includes all types of 
research that have so far been classified as critical linguistics, critical 
language studies, and critical discourse analysis (e.g., Luke and McHoul, eds, 
1989; van Dijk, ed., 1993) Moreover, the concept of power now encompasses 
both the neutral and the critical meaning. As Fairclough (1994: 3246) notes, 
the neutral sense of the term power is "enabling and positive as well as 
repressive, and it is a capacity possessed in some degree by any actor, 
dominant or dominated," while the critical sense emphasizes "'power over' ... 
linked to domination by individuals or collectivities." 
In summary, the major contribution of Fairclough is in his efforts in 
bringing the notion of power into the already existing dynamic of language 
and ideology. As he succeeded in this endeavor, Fairclough (1989: 110-112) also 
expanded on Halliday's notion of functionality of language and provided 
methodological framework for the analysis of language and power. In this 
framework, 10 sets of questions are asked which draw from three levels of the 
functions of language (experiential, relational, expressive) and three levels of 
the components of language use (vocabulary, grammar, textual structures). 
Fairclough explains the three functions of language as "values" that formal 
features of language have and describes them as follows: 
A formal feature with experiential value is a trace of and a cue to the 
way in which the text producer's experience of the natural or social 
world is represented. Experiential value is to do with contents and 
knowledge and beliefs, .... A formal feature with relational value is a 
trace of and a cue to the social relationships which are enacted via 
the text in the discourse. ... And, finally, a formal feature with 
expressive value is a trace of and a cue to the producer's evaluation ... 
of the bit of reality it related to. Expressive value is to do with the 
subjects and social identities any given formal feature may 
simultaneously have two or three of these values. 
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1.3. The Relationship among Language, Ideology, and Power 
The philosophical, sociological, and linguistic approaches to the study of 
language, ideology, and power as given in the previous two sections now make 
it possible to draw some general conclusions on the relationship among these 
three concepts. The first common ground that all of the theories have seems to 
share is that all of these concepts inherently exist in every society to a greater 
or lesser extent. In theories of philosophers such as Gramsci, Foucault, and 
Bourdieu, the notions, power, domination and ideology are inseparable. And in 
these inherent characteristics of human society, language is thought to play a 
central role as the medium of ideology and therefore the manifestation of 
power relations. The significance of language in this relationship is 
highlighted in Thompson's (1984: 131; 1987: 520) view that the study of 
ideology is necessarily the study of language because language is "the 
principle medium of the meaning (signification) which serves to sustain 
relations of domination" as well as "a fundamental medium for the creation, 
transmission and contestation of meaning in the social world." 
In theories of critical sociolinguists such as Fairclough, Firth, Fowler, 
Halliday, Hodge, Kress and Labov, the goal of study is in linguistic analyses. In 
realizing this goal, concepts such as the context of situation and the context of 
culture are recognized as the most important variables. Within the realm of 
analyzing the context of situation, the inevitable conclusion is obtained that 
power/hegemonic relations (in both the positive/productive sense and the 
negative/dominating sense) and ideology are inherent in a greater portion of 
linguistic events. 
In summary, the notions language, ideology, and power are in an organic 
relationship, in which each feeds on the others and form the bases for the 
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realization of the others, but in which each is a separate entity that deserves to 
be recognized in its own right. In other words, they form subset-superset 
relationships of various types which is diagramatically illustrated in FIGURE 1. 
FIGURE 1. The Relationship among Language. Ideology, and Power 
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In the figure above, the shaded or cross-hatched area is the domain of critical 
sociolinguistics in which we find ideological linguistic events that underlie 
power relations.21 The areas outside the domain of critical sociolinguistics, 
designated as A through I are explained as follows: 
A: Domain of non-ideological verbal behavior that does not underlie any 
power relation such as exclamations of bodily pain, relief, or 
pleasure. 
B: Domain of ideological linguistic events unrelated to power relations 
such as verbally expressible feelings, arising within the self without 
any exertion of outside social forces, associated with consciousness, 
morals or ethics (e.g., certain cases of creative language use and 
diary writing). 
C: Domain of non-verbal human behavior that is ideological in nature 
but is not concerned with any particular power relation such as 
inexpressible feelings associated with consciousness, morals or 
ethics that arise within the self without any exertion of outside 
social forces (e.g., feelings of guilt or self-worth). 
I do not claim that this is the appropriate model for the description of the 
human socio-historical setting. I doubt that all philosophers, psychologists 
and sociologists will agree with the model that I present here. Nevertheless, 
I feel that the present model clearly demarcates the domain of critical 
sociolinguistics with which this study is concerned. 
Except for the domain marked A and B, all other domains (C-I) are non-
linguistic domains. Detailed discussion or research of these other domains 
are beyond the scope of this study or perhaps any other linguistic study 
even though some of these domains may be of relevance to studies of 
communicative events. 
I would like to acknowledge the insightful advice of my colleague, Rosa 
Jinyoung Shim, in creating this diagram of relationship among language, 
ideology, and power. 
48 
D Domain of non-verbal human behavior that is ideological and 
underlies positive power relations such as facial expressions and 
gestures that convey solidarity and approval to the other 
participant(s) in the communicative event (e.g., a smile with a hug). 
E Domain of non-verbal human behavior that is ideological and 
underlies power relations that are both positive and negative such as 
facial expressions and gestures that convey disapproval with 
affinity (or approval with detachment) to the other participant(s) in 
the communicative event (e.g., a sigh with a hug). 
F: Domain of non-verbal human behavior that is ideological and 
underlies negative power relations such as facial expressions and 
gestures that convey both disapproval and detachment to the other 
participant(s) in the communicative event (e.g., a sigh with a shrug 
of shoulders). 
Gfc Domain of non-ideological and non-verbal behavior that manifests 
positive power relations such as the exertion of physical attraction 
or labor in the acts related to the reproduction of the human species 
(e.g., giving birth). 
H: Domain of non-ideological and non-verbal behavior that manifests 
negative power relations such as the exertion of animalistic physical 
power in the acts of victimizing others (e.g., certain cases of rape). 
I: Domain of non-ideological and non-verbal behavior that do not 
underlie any power relation such as accidental or natural events 
that put humans and human society under the law of the physical 
and natural phenomena (e.g., death). 
Within the domain of critical sociolinguistics there have been numerous 
studies that report instances of ideological language use and various types of 
power relations that indicate dominance of certain social groups. It is these 
studies that I shall turn to in the next chapter. 
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CHAPTER 2 
STUDIES ON LANGUAGE IDEOLOGY, AND POWER 
2.1. General Studies of Language Use and Domination 
In the study of language, the concepts of inequality and domination have 
been discussed by various scholars, such as Bolinger (1980), Bosmajian (1974), 
Kedar (ed., 1987), Kramarae, Schulz and O'Barr (eds, 1984), and Tromel-Plotz 
(1981), to name just a few. Topics in these discussions range from institutional 
uses of language (e.g., Coleman, ed., 1984, 1985; Drew and Heritage, eds, 1992; 
Lakoff, 1990; Wodak, ed., 1989); social uses of language, particularly within the 
family and children's fiction (e.g., Ervin-Tripp, O'Connor and Rosenberg, 1984; 
Hodge and Kress, 1988; Pandey, 1994; Stephens, 1992; Varenne, 1987); racial 
discrimination (e.g., Baugh, 1988; Bosmajian, 1974; Cameron, 1992a; van Dijk, 
1984, 1987, 1991, 1992, 1993); sexual difference and dominance (e.g., Eckhert 
and McConnel-Ginet, 1992; Key, 1975; Kramarae, 1981; Lakoff, 1973; Poynton, 
1989; Spender, 1980; Tannen, ed., 1993; Thome and Henley, eds, 1975)1 to 
unequal power relationships in the communication patterns between the 
doctor and the patient (e.g., Candlin and his collaborators, 1978, 1980, 1983; 
Coleman and Burton, 1985; Coupland and her collaborators, 1992, 1994; Davis, 
Among other works in this field of gender and language are Bosmajian 
(1974: 90-120), Bull and Swan (eds, 1992), Coats (1986), Coats and Cameron 
(eds, 1988), McConnel-Ginet (1988), McConnel-Ginet, Boker and Furman 
(eds, 1980), Nilsen, Bosmajian, Gershuny and Stanley (1977), Philips (1980), 
Philips, Steele and Tanz (eds, 1988), Smith (1985), Tannen (1986, 1990), 
Thome, Kramarae and Henley (eds, 1983), Todd and Fisher (eds, 1988), and 
West and Zimmerman (1985). 
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1978; Fisher, 1991; Fisher and Groce, 1990; Long, 1985; Pendleton and Hasler, 
eds, 1983; Shuy, 1976; Treichler, 1992; Treichler, Frankel, Kramarae, Zoppi and 
Beckman, 1984), and between the lawyer and the client (e.g., Coates, Bavelas 
and Gibson, 1994; Komter, 1994; O'Barr, 1982; Philips, 1987; Shuy, 1986, 1993, 
Walker, 1987; Wodak-Engel, 1984), among others. A comprehensive review of 
these studies is beyond the scope of this research, however, a few of the studies 
mentioned above are discussed in the following sections. 
2.1.1. The Institutions 
The most prominent social institutions that virtually all humans are 
familiar with and are subject to are those of government and politics. The most 
notable of research in this area is perhaps in the collection of papers edited by 
Wodak (1989). The first two sections of this volume, entitled "Language and 
totalitarism" and "Language of politicians and politics" contain research 
reports concerned with various settings of language use by particular 
governments and politicians. Specifically, they deal with topics such as the 
Nazi language policy in the occupied Netherlands, the language under the 
Mussolini-regime, facist propaganda in the newspapers, the language of 
persuasion by politicians, political jargon and ideology, sex-specific political 
language and strategies, and language that creates stereotypes and 
prejudices.2 
In addition to the studies mentioned above, a compelling case study of 
political discourse is found in Fairclough (1989: 169-196). Through a linguistic 
2
 See also articles by Seidel in van Dijk (ed., 1985), and Agar in Kedar (ed., 
1987). 
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analysis of an extract of interview between Margaret Thatcher and Michael 
Charlton on BBC Radio 3 (December 17, 1985), Fairclough illustrates that 
Thatcher utilizes several linguistic strategies to forge solidarity between the 
government and the people (e.g., use of the inclusive pronoun 'we'), to 
displace personal opinions and interests (e.g., use of the indefinite pronouns 
one' and 'you'), to elicit feelings of commitment on the part of the people (e.g., 
use of the obligatory modals 'have to,' 'must,' and 'should'), to avoid making 
promises to the people (e.g., use of the tentative modals maybe,' 'suppose,' and 
perhaps), etc. 
Besides the language used by governments and politicians, another type of 
social institution that has received a great deal of attention is that of law-
making and law-enforcing institutions.3 Specifically Shuy (1993: 3) identifies 
three misconceptions about defendants (individuals charged with one crime or 
other that are put on trial and judged in a court of law) that the courtroom 
(including the judge, the jurors, the prosecutors, and spectators) bring into 
the cases that are on trial: 
1. If they are on tape at all, they must be guilty of something; 
otherwise, the police would not have been after them. 
2. If they are guilty of one of the charges, they are probably guilty of 
the other charges as well. 
3. The defendants hear, understand, and remember everything said by 
the agent or other persons in the taped conversation. 
3
 Studies by O'Barr in Ferguson and Heath (eds, 1981); Maynard, and Wodak in 
van Dijk (ed., 1985); Shuy, and Walker in Kedar (ed., 1987); and Atkinson, 
and Drew in Drew and Heritage (eds, 1992) also contain insightful 
discussions of language use in the legal settings. 
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As the above three misconceptions make clear, the law-enforcing institutions 
have an implicit assumption that the defendant is "guilty" until proven 
otherwise. This suggests that the general public's belief (or the law-makers' 
assumption) that the defendant is "innocent until proven guilty in a court of 
law" may simply be another misconception at best, or a myth at worst. Indeed, 
viewing ourselves as individual law-enforcing agents insofar as we abide by 
the laws ourselves, we find ourselves easily falling into the same trap of the 
institutionalized misconceptions regarding other individuals charged with a 
crime by the law-enforcing institutions. 
In addition to the above three misconceptions about defendants, Shuy (ibid: 
8) identifies five misconceptions about language: 
1. Meaning is found primarily in individual words. 
2. Listening to a tape once will be enough to determine its content. 
3. Reading a transcript of a tape is as good as hearing the tape itself. 
Transcripts are accurate and they convey everything that is on the 
tape. 
4. All people in a conversation understand the same things by their 
words. 
5. People say what they mean and intend. 
Shuy asserts that it was because of misconceptions such as the above that 
Senator Harrison A. Williams Jr. and John McNown and John Poli of the Nevada 
country brothel commission were charged and convicted of accepting bribes 
(ibid: 20-42). 
On the case of Senator Williams, a linguistic analysis of taped conversations 
between the Senator and FBI agents reveals that Senator Williams was trying 
to avoid a bribery situation by constantly alluding to his lawyer and "going 
public." Nevertheless, the fact that the Senator was a participant in a dialogue 
of assumed mutual understanding had led to an appearance of illegality which 
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in turn led to his conviction by the Senate Ethics Committee and the general 
public. 
On the case of McNown and Poli, Shuy finds their guilt only in stupidity, 
rather than on consenting to bribery. Through a linguistic analysis of a 
crucial piece of utterance by Poli, Shuy is clearly able to illustrate to the court 
that Poli is saying exactly the opposite of what the prosecution claims Poli is 
saying. The utterance in question is transcribed as follows: 
By the defense: No, I wouldn't take a bribe, would you? 
By the prosecution: No, I would take a bribe, wouldn't you? 
Shuy's testimony led to a hung jury in the first trial. It is thus very strange 
that the judge in the retrial did not permit Shuy's testimony and subsequently 
found the defendants guilty of accepting bribery. As Philips (1992: 321) notes, 
the institutions of law are aware of the power of language and wish to know 
the specific linguistic strategies that will help to meet their needs (e.g., win a 
case). However, the power relations between the institutions and an individual 
are certainly unequal ones in which the linguistic devices that perform the 
functions favorable to the institutions have better chances at being noted and 
taken into consideration. 
A third type of social institution within which we find instances of 
domination and power relations based on language is the field of medicine and 
sciences in general.4 Heath (1992) notes that, as early as 1951, Parson (1951: 
441; 1975: 266) asserts to a "communication gap" in the medical profession 
which results in an imbalance of power in the relations of doctors and 
patients. The doctor predominantly enjoys a superior position while the 
4
 Also refer to reports by Cicourel (1981, 1985); and Zimmerman (1992). 
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patient, in addition to the fact that he or she is suffering from an illness, is 
made to bear the burden of helplessness. It seems that this condition has not 
changed over the decades. Adding to the imbalance of power relations, 
Maynard (1992) utilizes Schegloffs (1988) paradigm of conveying information 
and shows that whenever there is bad news to be told, the doctor avoids the 
actual pronouncement of the bad news by making use of various linguistic 
devices of hesitations and implications. 
The above types of power imbalance are not only found in situations 
specific to doctor-patient relationships. Heritage and Sefi (1992) show that 
while health visitors5 are welcomed into the home of a new mother, they 
"spoil the ball game" by offering unwanted advice at inappropriate points of 
dialogue. The conclusion from this study is that health-care providers 
automatically take an authoritative stance in their relationship with new 
mothers because they feel that they possess the knowledge and expertise while 
they assume that new mothers lack the knowledge and competence on the 
topic of caring for their young infants. It is no wonder that advice given in 
such circumstances are resented and rejected. Mcintosh (1986: 26, quoted in 
Heritage and Sefi) gives a particularly clear example of how the mother feels 
after the health visitor leaves: 
She keeps tellin' me, "Do this, do that." It makes ye feel like a moron, 
that yer no' capable o' Iookin' after yer baby. It undermines yer 
confidence. Ah always feel guilty after she's been as if ah've been 
5
 In many of the western societies, new mothers are visited by health 
officers, almost exclusively female nurses, in order to offer assistance and 
medical advice. This specific study by Heritage and Sefi was carried out in 
"a large industrial city in central England" (1992: 360). 
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doin' everything wrong. It makes me mad. Ah don't say anything at 
the time, ah just mutter a few oaths when she's gone. 
Perhaps a point to consider at this juncture is: "Why doesn't the mother say 
anything?" In fact, why don't the patients and family members and any other 
person in an unequal relationship with the medical/scientific institutions say 
anything? I am certain that some do. But those who do are those people who 
are aware of the unequal power relations that are created and sustained 
through subtle linguistic devices. The fact remains that the vast majority of 
the population in the world is unaware of the role that language plays in 
creating and maintaining such power relations. People simply feel bad. Not 
knowing where this bad feeling comes from, they tend to blame their own 
helplessness, inadequacies and/or lack of knowledge. 
2.1.2. The Society 
Identifiable social institutions and professions are not the only place 
where we find language use in relation to ideology and power. Perhaps we can 
gather from the assumption that virtually all linguistic events are ideological 
in nature (see FIGURE 1. in Chapter 1), that the manifestations of ideology and 
power relations through language exist at the very roots of human society—the 
family. Hodge and Kress (1988: 204), for example, describe and analyze several 
"familial texts" (narratives that occur within the context of the family) and 
assert that 
Transformations of love and power constitute various family groups 
and link these to other structures within a social formation. The 
narratives that carry and mediate these processes are themselves 
linked by transformations to each other and to the nexus of social 
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meanings clustering around the family, whatever specific form the 
'family' may take under different social conditions. 
In a study on four middle-class families with two or three children between 
the ages of two and eight, Ervin-Tripp, O'Connor, and Rosenberg (1984: 135) 
found that "the structure of power and deference in adult life is prefigured in 
the families." Specifically, they found that children learn forms of requests, 
compliance, resistance, deference, and strategies of scaling politeness of 
request according to its cost on the person whose cooperation is needed. In this 
study, the levels of sophistication in dealing with these aspects of linguistic 
events were found to interact with age but not with the sex of the children. 
Another finding was that it was the mother who played an important role and 
assumed primary responsibility for these processes of inculcating appropriate 
linguistic behavior in their children. 
The family is the primary place where children grow up learning the 
social conventions and norms of behavior. But there are also other areas in 
which children are taught the language of ideology and power. Two of the 
major areas (other than educational institutions which will be dealt with 
separately in section 2.3.) are children's fictions and movies. In both of these 
areas, research (e.g., Pandey, 1994 and Stephens. 1992) has shown that 
linguistic events that occur in the everyday lives of children are riddled with 
ideology and manifestations of power relations. Stephens (1992: 238) notes: 
The historical novel in children's literature is the discoursal product 
of firm ideological intentions, written and read in a specific, 
complex cultural situation. It has always performed a moral, and 
even didactic, function, especially through its capacity to transform 
events which appear to be historical particularities into universals 
of human experience. 
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Also noteworthy is the recent study by Pandey (1994) that follows the 
framework of critical discourse analysis outlined by Fairclough. Pandey 
analyzes the experiential, relational, and expressive content in famous Disney 
cartoons in terms of the vocabulary, grammar and textual structure. She 
concludes that speakers of English as a world language (i.e., non-standard 
English, either British or American, such as Black English, Cockney English, 
and Asian varieties of English) are severely discriminated against, typically 
being portrayed as spoken by characters that are stupid, lacking in 
leadership, without morals, or simply bad. Although her conclusions were 
specifically focused on racial discrimination, it seems reasonable to expect that 
one will find various other types of linguistic events of ideology and power in 
these animated cartoons depending on the focus of analysis that one adopts. 
Pandey's study is significant in that it brings forth a critical linguistic 
awareness of children's movies and animated cartoons that have been 
overlooked until now. Most people (parents, educators, and others responsible 
for the care-taking of children) feel that they have developed a 
discriminatory eye for selecting the good' movies among the many bad' 
movies that exist today. The problem that Pandey has forced us to see is that it 
is perhaps the 'good' movies that re-create and sustain social ideologies and 
unequal power relationships among different groups of people in the society. 
2.1.3. The Races/Cultures 
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Studies such as that of Pandey discussed above is one of the many studies 
that disclose power relationships between races and cultures.6 In the 
monumental book The Language of Oppression. Bosmajian (1974: 121-122), 
borrows the words of Huxley (1937) to assert that language is one of the most 
important tools that humans have developed in order to suppress and distort 
the truth. Bosmajian (ibid: 132) concludes that 
The language ... became an integral part of the Vietnam war in 
which politicians and military leaders distorted language to conceal 
and justify their inhumanity. 
The inhumanity in this case was against a group of otherwise innocent people 
that were labeled red' or communists'. 
Since the publication of The Language of Oppression, one scholar who 
stands out in the area of research in racism in language is van Dijk (1984, 
1987, 1991, 1992, 1993). His analyses of racism in political discourse, corporate 
discourse, academic discourse, educational discourse, and particularly the 
media discourse do not have any national or geographic boundaries. He shows 
through his series of studies, culminating in the most recent volume, Elite 
Discourse and Racism (1993), that all over the world, political leaders and the 
6
 Though not specifically linguistic in orientation, Said (1979, 1994) has 
pugnaciously but eloquently illustrated several dimensions of oppositions 
between the Western and Eastern cultures. He also gives a particularly 
insightful analysis of Eastern literary works that demonstrate both 
assimilation and resistance to the Western cultures. Also refer to Tomlinson 
(1991). 
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general public alike are responsible for engaging in racist discourses that 
target one group or other (e.g., ethnic minority groups, immigrants or 
refugees, members of particular religious groups, etc.).7 However, it is 
specifically noted that the processes of racist discourse are not simple at all 
(van Dijk, 1992: 115-116): 
Topics, stories and argumentation may thus construct a largely 
negative picture of minorities or immigrants, ... as problems or as a 
threat to our' country, territory, space, housing, employment, 
education, norms, values, habits or language. ... 
However, negative talk about minority groups or immigrants may 
be heard as biased, prejudiced or racist, and as inconsistent with 
general values of tolerance. This means that such discourse needs to 
be hedged, mitigated, excused, explained or otherwise managed in 
such a way that it will not count' against the speaker or writer. ... 
One of the major strategic ways white speakers and writers 
engage in ... is the denial of racism. ... [i.e.,] it may have sounded 
negative, but was not intended that way. 
One particular study that attempts a scientific approach to the analysis of 
racially discriminatory linguistic events is that of Baugh (1988). Baugh (ibid: 
68-70) analyzes Farrell's (1983) assertions on literary deficiencies of black 
students and shows that Parrel 1 relied on several misconceptions or deliberate 
misinterpretations that rational thought only comes as a consequence of using 
the vowel sounds in Greek alphabet, that IQ tests are valid and reliable 
7
 Despite the wide array of empirical data that come from several different 
countries, van Dijk (1993: 289) is modest in acknowledging that "the 
inquiry should be extended to many more countries." I feel that his modesty 
is an urge to others to expand the research area rather than a disclaimer 
on the results of his research. 
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measures of human cognitive capacity, and that speakers of non-standard 
English are poor readers because of a literary deficiency. Some of Farrell's 
errors that Baugh points out are that there is evidence that humans are 
capable of abstract thought before the vocalic phonemes, that IQ tests are 
culturally biased, and that it is neurologically inaccurate to compare reading 
and speaking on the same cognitive level. 
2.1.4. The Sexes 
On the theme of differences and dominations of the two sexes, Tannen's 
(1986, 1990, 1994) works have received so much attention that they have made 
her a public figure and something of a celebrity as a best-seller writer. 
Nevertheless, she is not the only researcher in this field, and this is perhaps 
best illustrated by her own words (1993a: 4-5): 
There has been a recent tendency to bifurcate the gender and 
language field into two camps, roughly conceived as the 
"dominance" approach and the "cultural" approach. The 
"dominance" approach is most often associated with the work of 
Nancy Henley, Cheris Kramarae, and Barrie Thome. The "cultural" 
approach can be traced to an article by Daniel Maltz and Ruth Borker 
(1982) and is often associated with my own work (Tannen, 1990). ... 
Those who take a "cultural" view ... do not deny the existence of 
dominance relations in general or the dominance of women by men 
in particular. Likewise, recognizing that men dominate women in 
our culture does not preclude the existence of patterns of 
communication that tend to typify women and men. 
There are numerous studies that focus on the two aspects of gender issues: 
difference and dominance. As Tannen points out in the above quote, these two 
perspectives are not mutually exclusive. Rather, the notions of difference and 
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dominance, together, illustrate the ideological (e.g., gender appropriate) and 
power-related (e.g., men dominate women) dimensions of language use. It is 
perhaps in the vein that Tannen (1993b, 1994) emphasizes the need for a 
theoretical framework of "power and solidarity" in understanding the gender 
patterns in language use. Nevertheless, she shows her strong bias toward the 
"difference" approach to gender discourse studies by asserting that "each of 
the linguistic devices that have been claimed to show dominance can also show 
solidarity" (1993a: 9). 
Some of the scholars in the "cultural difference" position have made the 
following generalizations on the differences in gender-specific language, and 
specifically on the characteristics of female speech patterns: girls use rituals 
of "teasing" as a method of forging solidarity bonds among themselves (Eder, 
1993); although both girls and boys engage in dialogues of competition and 
conflict, the extent or the manner of linguistic conflict used by boys and girls 
are different (Brown, 1993; Eckert, 1993; Goodwin, 1993); systematic differences 
exist in the play-talk of females and males (Sheldon, 1993); certain aspects of 
women's speech that may be seen as cooperation and agreement are in fact 
strategies of expressing conflict, hostility and disagreement in a "face-saving" 
manner (Brown, 1993); it is not gender differences that characterize the 
amount and length of discoursal floor, but conditional differences (e.g., singly 
developed floor versus collaborative floor) that show how men and women 
differ in their patterns of discourse (Edelsky, 1993); finally, there is no solid 
evidence that men interrupt more than women in conversations, or that men's 
interruptions are motivated by unequal power relationships (James and 
Clarke, 1993). 
It is, therefore, very interesting to note that scholars that support the 
"dominance" position (e.g., Bull, 1992; Cameron, 1992b; Defrancisco, 1991; 
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Ehrlich and King, 1992, 1994; Houston and Kramarae, 1991; Kramarae, 1992; 
Poynton, 1989) have strikingly different interpretations concerning these 
differences in gender styles of discourse. Poynton (1989: 79-80) particularly 
notes: 
Power is realised primarily in terms of linguistic choices ... . The 
greater the equality between interactants, the more likely they are 
to behave linguistically in parallel or symmetrical ways ... . 
Conversely, the greater the inequality between interactants, the 
more likely it is that their linguistic behavior will be non-reciprocal 
... by taking over the conversation' (interrupting or by asking 
rather than answering questions), by being familiar' (using a 
name-form they have not been invited to use, or by using slang or 
ellipsis), or by being rude' (failing to include appropriate politeness 
makers even though the superior may use none). 
In view of our current understanding of issues that relate to language, 
ideology, and power, and in view of the abundant empirical data that illustrate 
the differences and sometimes the dominance in gender linguistic patterns, 
there is no doubt that both dominance and solidarity underlie the linguistic 
events that involve women and men. Hence, the need to note Harding's (1986: 
164, quoted in Aikio, 1992: 59) observations that "tensions, contradictions, and 
ambivalences within and between theories are not always bad." However, the 
real academic danger lies in dichotomizing approaches, completely rejecting 
an oppositional approach and trying to absorb the findings of the oppositional 
approach into a coherent theory that supports only one of the approaches. The 
"difference" camp in opposition to the "dominance" camp of gender studies on 
language is dangerously close to committing such an error. 
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2.2. The Hegemony of English 
2.2.1. The Diaspora of English 
In this section, I am concerned with the spread of English as a clear 
example that illustrates the relationship among language, ideology, and power. 
Some of the relevant works in this area that illustrate how English has become 
a language of power are Fishman, Cooper and Conrad (1977), Kachru (1985, 
1986a, b and c, 1988, 1989, 1990, 1991, 1992a, b, c and d, 1993, 1994a and b), 
Phillipson(1988, 1992, 1993), and Phillipson and Skutnabb-Kangas (1986), 
among others.8 
There is now virtually no dispute with the view that English is the lingua 
franca9 of politics, business, science, technology, entertainment, travel, and 
literary creativity. Thus English is inevitably identified with power and 
8
 In this regard, one particular journal has devoted much attention to the 
spread, power, and politics of English—World Englishes: Journal of English 
as an International and Intranational Language. Volume 5.2/3. (1986) is a 
special issue on The Power of English: Cross-cultural Dimensions in 
Literature and Media. Volume 12.2. (1993) includes a Symposium on Power, 
Politics, and English (Dissanayake, ed.). And Volume 12.3. (1993) has a 
Symposium on Phillipson's (1992) Linguistic Imperialism. 
9
 There have been discussions that lingua franca, in its original 
connotations, is not an appropriate description of the English language in 
our world today (Kachru, in press). It is for a lack of a better term that I 
have used the phrase lingua franca, and perhaps when the caveats that 
Kachru points out are properly taken into consideration, lingua franca 
may be redefined to accurately describe the variations and multiplicity of 
functions of World Englishes. 
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modernism in almost every nation/country in the world, including the 
communist bloc (e.g., China and the countries within the recently collapsed 
Soviet Union).10 
However, the hegemony of English, or the domination of English as a world 
language, may not have come to exist of its own accord: there may have been 
conscious efforts on the part of the speakers of English as a native language 
(especially, according to Phillipson, by the British Council in England) to 
teach the language in order to transmit their ideologies and beliefs to speakers 
of other languages (Phillipson 1992). To use Fairclough's (1985 and later) term, 
these efforts may be characterized as endeavors in "naturalizing" Western 
ideologies in the Third World. The ultimate effect of such naturalization is, as 
Phillipson (ibid: 47) notes, "English linguistic imperialism" in the sense that 
"the dominance of English is asserted and maintained by the establishment 
and continuous reconstitution of structural and cultural inequalities between 
English and other languages."1 ! 
For a discussion on various types of strategies of power, politics, and the 
symbols of power that are associated with English, see Kachru (1986a). 
A related concept is that of "linguicism" which is defined by Skutnabb-
Kangas (1988: 13) as 
ideologies and structures which are used to legitimate, effectuate 
and reproduce an unequal division of power and resources (both 
material and non-material) between groups which are defined on 
the basis of language (on the basis of their mother tongues). 
English linguistic imperialism is one example of linguicism, i.e., a sub-type 
of linguicism (Phillipson, 1992: 47). See also Phillipson and Skutnabb-
Kangas (1986) and Phillipson (1988). 
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In the seventies, Fishman, Cooper and Conrad (1977) discuss the extent of 
the spread of English as an additional language in countries that Kachru 
(1985) later termed the "Outer Circle." However, as Kachru (1986a: 121) points 
out, the "unprecedented global spread" of English has resulted in an 
"ideological change which has been attributed to the knowledge of the English 
language... ." In this regard, Kachru (1992b) also notes that it is the "second 
diaspora of English" that has taken the English language far beyond the Outer 
Circle into the Expanding Circle. And although English is used as a 
"performance variety" in the Expanding Circle countries, it nevertheless 
exerts great impact on both the language and the society of the host 
nation/country.1 2 
In the advent of the global spread of English mentioned above, Phillipson 
(1992: 271-283) describes three major types of "arguments in linguistic 
imperialist discourse" that have facilitated the process of globalizing English 
as the world lingua franca. These arguments may be summarized as follows: 
• English-instrinsic: English is the language of great culture and 
civilization. Thus speaking English will promote the development of 
culture in the individual who speaks it. 
• English-extrinsic: English has the resources and the methodology 
that are required in implementing itself as the world language. 
• English-functional: English can serve its speaker in a variety of 
pragmatic functions. 
These regions of the world where English is taught as a foreign language, 
and where a "performance" variety of English has developed have been 
termed as the Expanding Circle of English. For discussions on the Inner, 
Outer, and Expanding Circle of English, see Kachru (1985). 
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In reviewing the above arguments that favor the spread and hegemony of 
Eng l i sh , 1 3 some pertinent questions that Phillipson raises are (ibid: 1-2), 
among several others: 
• What role does English play in the Third World countries? 
• Whose interests do the present policies on language in education 
serve? 
• How can one relate the micro level of ELT (English Language 
Teaching) professionalism to the macro level of global inequality? 
Phillipson' aim in raising these questions was not necessarily in providing 
direct answers. Nevertheless, his views seem to coincide with his (Phillipson, 
1993: 369) summary of Ngugi's (1986) position against the USES of English that 
serve the interests of English speakers as opposed to non-English speakers. 
In addition to the above three "imperialist arguments," Phillipson mentions 
five tenets of English language teaching (ELT) that have served to strengthen 
the hegemony of English. In his discussion of these tenets, he redesignates 
them as fallacies and asserts that these tenets/fallacies have been extensively 
propagated all over the world as the underlying ideology that sustains the 
hegemony of English (ibid: Ch. 7): 
1 English is best taught monolingually; 
2 the ideal teacher of English is a native speaker; 
3 the earlier English it taught, the better the results; 
4 the more English is taught, the better the results; and 
5 if other languages are used much, standards of English will drop. 
1 3
 Similar descriptions and discussions were given previously by Kachru 
(1986a and c, 1992c). 
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Some of the above tenets of English language education exist in almost every 
country around the world. Specifically in South Korea which is the context of 
this study, all of the five tenets listed above have become a part of the ideology 
that is conveyed not only to the language teaching profession but to the 
students and the general public through English textbooks, English textbook 
writers and publishers, and the mass media. 
2.2.2. The Five Tenets/Fallacies and Beyond 
Of the five tenets listed above, the first and second fallacies are apparent in 
the arrogant and presumptuous attitudes of "native speakers" in the Expanding 
Circle countries such as Korea, Japan and Taiwan who travel to these countries 
in the hopes of earning easy money as English teachers, even though they do 
not have the proper qualifications. The native speakers' arrogance is evident 
in their belief that they do not have to learn the language of their students in 
order to teach English because language is best taught monolingually anyway. 
These native-speaker teachers also assume that they are qualified to teach 
English simply because of the fact that they are "native speakers" of English. 
Such attitudes of native speakers inevitably result in unequal power 
relations between the native speakers of English and the learners of English 
as a second or foreign language. These unequal and dominant power relations 
are reinforced by the fact that the non-native speakers have been led to 
accept the ideology of the fallacies. Some of these native speakers (though not 
all) do not even have a high-school diploma (for whatever it is worth, 
especially in view of the current state of public high-school education in the 
United States), and they certainly do not speak any language other than 
English. Nevertheless, their hopes of earning easy money is fulfilled and they 
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are able to secure jobs as English teachers because people are willing to pay 
them. This willingness stems from believing in the fallacy that if a person is a 
native speaker of English, he or she knows the language, and is thus able to 
teach the language. Moreover, students endure the burden of a one-way 
communication in which the English native speaker plays the significantly 
dominant role because of believing in the fallacy that it is for their own good 
that English is learnt monolingually. 
In the realm of linguistic studies, it has already been noted that the notion 
of "native speaker" is quite inappropriate. Ferguson (1982: vii, [1992: xiii]) 
even notes that the concepts "native speaker" and "mother tongue" are no 
longer viable linguistic concepts. Thus, Paikeday (1985) goes on to assert that 
"the native speaker is dead!" Yet, these notions still prevail (e.g., Davies, 1991) 
and the fallacies that underlie the ideology for the hegemony of English live 
on in the minds of most speakers and learners of English. 
The third and fourth tenets of English teaching that Phillipson points out 
(i.e., the earlier the better, and the more the better) are observed in several 
countries around the world that are moving toward earlier English education 
(e.g.. South Korea). In view of the fact that language acquisition studies (e.g., 
Shim, 1991, 1994a) show evidence of age effects and early learner advantages 
in attaining superior levels of ultimate language proficiency, the tenet may 
not be a fallacy in and of itself. 
However, the assumption underlying these tenets, i.e., that the goal of 
English education should be in attaining a level of proficiency that is 
comparable to a native speaker of English, is a fallacy. This fallacy has 
resulted in the notion of "interlanguage" (Selinker, 1972, 1992). Selinker 
claims that the linguistic proficiency of speakers of non-native varieties of 
English can be identified on a continuum of proficiency that extends from 
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absolute broken English to perfect standard English. The term "interlanguage" 
denotes the current level of proficiency possessed by the learner of English 
which is a transitory phase toward achieving "native-like" proficiency.14 In 
the case of South Korea, these fallacies have led to the "correctness attitude" 
(Shim, 1994b) that underlies the proposal for "original pronunciation" of 
English loanwords. 
The ideology and imbalance of power relations in this assumption are 
obvious: the norms are provided by native speakers, and only by native 
speakers; further, non-native speakers of English should not stop learning 
English until they reach the level of proficiency that is comparable to the 
norms provided by the native speakers. When one considers the scientific 
evidence 1 5 that it is perhaps impossible for bilinguals to attain monolingual 
level of linguistic proficiency, this assumption forms solid and inescapable 
grounds for the hegemony of the native speaker varieties of English. 
The fifth tenet (i.e., standard of English will drop if used with other 
languages) coincides with the position that there is a pure form of English, 
represented by the standard forms of English spoken and written in the U.K. 
and the U.S.A. This position has led to the belief, by many teachers and 
learners and users of English, that the varieties of Englishes or new Englishes 
1 4
 For a critical review of the "interlanguage" notion, see Y. Kachru (1993). 
Sridhar (1975), and Sridhar and Sridhar (1986) also discuss the faulty 
assumptions underlying the "interlanguage" approach to second language 
acquisition. 
1 5
 It is beyond the scope or domain of this study to go into any form of 
discussion on this issue. However, Shim (1994a) gives not only compelling 
evidence in this regard but also a comprehensive survey and bibliography 
of this field. 
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(Kachru, 1994b) found all around the world are, in one way or another, forms 
of sub-standard English.1 6 This belief is rather explicit in the usually 
pejorative meanings associated with not only the terms for "performance 
varieties" of English such as Chinglish (Chinese variety of English), 
Japlish/Japalish/Janglish (Japanese variety of English), and Konglish 
(Korean variety of English), but also with institutionalized varieties of English 
such as Indian English, Nigerian English, Singapore English, etc., and 
sometimes even with the native varieties of English such as Australian 
English, Black English (used by inner city Afro-Americans in the United 
States), Cockney English (used by working class Londoner), and New Zealand 
English.1 7 
The question that arises at this point is: How does the hegemony of English 
manifest itself? As theoretical approaches to the relationship among language, 
ideology, and power have shown (Chapter 1), the hegemony of English could 
not have enjoyed the success that we have come to witness if it depended solely 
on negative (violent) power relations or simply on religious philosophy. For 
example, Kachru (1992d) explains that the Japanese language accumulated 
For a review of the history on this particular issue, see Quirk (1985. 1988, 
1990) and the reply to Quirk in Kachru (1991). Kachru has always supported 
the position that the bilinguals' creativity in using varieties of English 
brings new positive dimensions to the English language and its literature 
(e.g., 1983a), not contamination as Quirk suggests. 
For descriptions of varieties of English spoken around the world, see a 
recent (1992) publication from Oxford University Press, The Oxford 
Companion to the English Language, edited by McArthur, which is perhaps 
the first comprehensive encyclopedia on most, if not all, varieties of 
English around the world. 
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some power during World War II on the basis of "crude linguistic power," i.e., 
physical threats and violence. However, the power of Japanese quickly 
diminished as soon as Japan was defeated in the war. The language that still 
enjoys some power based on the "indirect psychological power," i.e., claims of 
spiritual rewards, is Japa. Nevertheless, the power of Jap a is limited to the 
domain of the Islam (ibid). 
It is therefore noteworthy that 
Pragmatic power may be interpreted in terms of gaining control 
over a wide range of functionally crucial domains—political, 
religious, caste, class, and commercial (Kachru, ibid). 
Thus although the "imperialists" may have used the "English-intrinsic" and 
"English-extrinsic" arguments in the past, it is probably through such 
pragmatic power, i.e., "English-functional" power, that English exerts its 
hegemony over other languages and cultures and further appropriates more 
power to "define" others. And the results of such pragmatic power are 
overwhelmingly felt all around the world: Inner, Outer, and Expanding Circles 
alike. 
2.2.3. The Manifestations of Hegemony in the Three Concentric Circles 
Within the most prominent Inner Circle country, i.e., the United States, 
Crawford (1992: 4-5) reports that there are "guardians of English" who are 
responsible for the following history of language policies that were 
implemented in the 1980s: 
• In Elizabeth, New Jersey, a city whose residents are 30 percent 
Hispanic, the mayor instituted a "Speak-English-Only" rule for city 
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workers while performing their duties ... . He insisted it was 
"discourteous for City employees to converse in other than English 
in front of other City employees." 
• A San Diego grand jury denounced schooling in languages other 
than English as "un-American." It asserted that "bilingual education 
promotes a type of cultural apartheid in that it encourages a dual 
society." 
• Koreans in Philadelphia secured the city's permission to purchase 
and erect street signs in their native language. Posted in a racially 
mixed neighborhood, the signs soon became targets for vandalism 
and angry protests and had to be removed. Local German Americans, 
betraying an ignorance of their own history, objected that their 
ancestors have never enjoyed such advantages. 
• A cooperative apartment building in Broward County, Florida, voted 
to restrict residency to persons able to speak and read the English 
language. "We screen everyone for the protection of our tenants," 
explained the co-op's president. "We don't want undesirables living 
here. And if we can't communicate with people, it creates a real 
burden." 
• At a concert near Boston, when Linda Ronstadt and a mariachi band 
performed music from her recent album, Canciones de i Padre, some 
members of the audience began to chant: "Sing in English." As 
Ronstadt continued to sing in Spanish, two hundred fans walked out. 
• Responding to complaints from African-American constituents 
about Korean, Arab, and Hispanic merchants, an alderman in 
Chicago proposed that anyone seeking a retail grocer's license 
should have to pass an English-proficiency test. "If you don't know 
English, you can't understand the laws," he said. "You have to know 
more than Mexican." 
The above are just a few of the examples that illustrate the hatred for non-
native speakers of English that the hegemony of English (among other 
attitudes) has fostered in the United States. As the following list of observations 
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by several different authors show, the history of prejudices against bilinguals 
and bilingualism in the United States is a long one. 
Haugen (1969: 2): 
Bilingualism has been treated as a necessary evil, a rash on the body 
politic, which time might be expected to cure without the need of 
calling in the doctors. ... Very little prestige has been attached to the 
having of bilingual capacities. 
MacLaughlin (1978: 2-3): 
In the United States monolingualism traditionally has been the 
norm. Bilingualism was regarded as a social stigma and a liability ... . 
This hostility toward bilingualism has nothing to do with language 
as such. The hostility is directed not at language but at culture. The 
bilingual represents an alien way of thinking and alien values. 
Grosjean (1982: 65): 
Americans believe that the use of ethnic languages and the 
maintenance of ethnic culture are to be tolerated, but in no way 
should they slow down the acquisition of English and the rapid 
assimilation of the foreigner' into American life. 
Romaine (1989: 217): 
The traditional policy, ... with regard to various minority groups who 
speak a different language, has been eradication of the native 
language/culture and assimilation into the majority one. 
Such negative attitudes toward bilingual education create predictable 
problems for minority ethnic and language groups. One of the most obvious 
problems is, of course, that children from minority-language groups will 
inevitably lose their native language (see e.g., the case study of second-
generation Koreans in the United States, reported by Baik and Shim, 1993). A 
very high price that the power of English imposes on immigrants of minority 
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ethnic groups. It is indeed an irony that the supporters of the "English only" 
movement such as Mayor Barry Hatch of Monterey Park, California (quoted in 
Crawford, 1992: 2) firmly believe that "language ... is the first and most 
emotional issue a man has," and yet, feel justified in stripping the minority 
bilingual groups of exactly that.18 
In the Outer Circle countries, e.g., India, Nigeria, and Singapore, the 
manifestation of the hegemony of English is seen in a slightly different 
context. In discussing the process of Englishization of the Asian and African 
languages, Kachru (1994a: 24-25) notes that there are two hypotheses 
concerning the reasons behind such language change that complement each 
other: The 'deficit hypothesis' which "presupposes that borrowing necessarily 
entails linguistic 'gaps' in the [host] language"; and the dominance 
hypothesis' in which the determining factor is power. The dominance 
hypothesis' is also asserted by Higa (1979: 278, quoted in Kachru, ibid) in the 
view that "the directionality of culture learning and subsequent word-
borrowing is not mutual, but from the dominant to the subordinate." Both of 
these hypotheses can be viewed as illustrating the hegemony of English if we 
consider the fact that hegemony/power may be manifest not only in negative 
relations (e.g., substiution of already existing words by English words) but also 
in positive relations (e.g., borrowing an English word to expand the lexicon of 
the host language that enables new expressions and new conceptualizations). 
Also noteworthy on the issue of the hegemonic role of English in the 
Unites States and Canada and subsequent problems in language acquisition 
and language maintenance are the articles by Leap, and Correa-Zoli in 
Ferguson and Heath (eds, 1981); Kahane, and Heath in Kachru (ed., 1992, 
[1982]); Curtis, Cummins, Hernandez-Chdvez in Skutnabb-Kangas and 
Cummins (eds, 1988); and Tollefson (1991). 
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In India, for example, Kachru (1979: 200) notes that the process of 
Englishization of Hindi took place even when the majority of the Hindi 
population considered English as the "main linguistic rival." He further 
observes that "In Asia and Africa, in spite of our love-hate relationship with 
English, we cannot deny the fact that English is a valuable resource in our 
linguistic repertoire" (Kachru, 1994a: 40). The question, then, is: Why? 
Certainly the language planning policies of India that have given English a 
high rank in the language hierarchy has to take part of the responsibility. 
Such policies may result from notions such as modernism, elitism, and 
functionality. However, it is also important to note the following observation 
by Kachru (ibid: 42): 
The spread of English in the various domains is not necessarily 
planned; it is often 'invisible' and unplanned'. The invisible and 
unplanned channels are contributing more to the diffusion and 
functional range of English than are the planned strategies. The 
'invisible' conquest of English is more frustrating to language 
planners who are interested in restricting the uses of English. 
As in the case of India, most countries in Africa are multilingual societies. 
In addition, several countries in Africa also suffered from "unstable political 
structures" (Bokamba, 1990: 15). Bokamba (ibid) also notes that these facts 
combined have been used by most political leaders in Africa "as an excuse and 
rationale to avoid the initiation of indigenously-based language policies." Also 
noteworthy are Ansre's (1976, quoted in Bokamba, ibid) illustrations of the 
rationalizations that have been put forth by the political leaders of African 
nations: i.e., national unity, national development/progress, efficiency of 
European languages of wider communication, and cost-effectiveness of 
European languages of wider communication. Thus as Bokamba (ibid) 
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concludes, "most African states have retained the status quo whereby English, 
French, and Portuguese continue to serve as the exclusive official languages 
of the media and instruction in education." 
In Nigeria, for example, the above "status quo" policies on language 
education have resulted in a distinct form of English referred to in the 
literature as Nigerian English. However, as Bamgbose (1992: 148, [1982: 99]) 
notes there are some people who refuse to accept Nigerian English as an 
appropriate model for teaching the English language in Nigerian educational 
institutions or even acknowledge that Nigerian English exists separately from 
the native varieties of English (e.g., British English). While the realities of 
English education in Nigeria are such that most teachers use existing forms of 
speech that can be used freely without the help of a textbook, i.e., Nigerian 
English, the above "purist" view on English language education perpetuates 
the hegemony of English by distorting the realities. 
Finally, in the Expanding Circle countries, e.g., Iran, and China, Cheng 
(1975, 1976, 1982) and Tollefson (1991) observe that it was a "modernization" 
theory that fueled the linguistic power of English: Tollefson (ibid: 81-82) states 
that 
The primary reason for the spread of English in China is that 
English is the major language of international communication. It is 
the most important language of business and commerce, of 
governments and international agencies, of science and technology, 
and of tourism, film, and music. 
... The penetration of English ... is a result of the economic and 
military power of English-speaking countries and the expansion of 
the integrated global economic market which they have dominated. 
The processes that bring about the spread of English have come to be 
known as 'modernization'. 
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Thus most people in the Expanding Circle countries have come to believe that 
learning English is one of the most important tickets necessary to making 
more money, gaining more prestige and power, and ultimately in attaining 
success in life. 
As Hsu (1994) notes, one of the results of such "modernization" in Taiwan 
has been the Englishization of Mandarin Chinese spoken and written in 
Taiwan. In the case of South Korea, Baik (1992, 1993, 1994) and Shim (1994b) 
discuss the relevance of "desired identity," "English as a symbol of education, 
success and fortune," or simple "admiration for the language," as some of the 
motivations that lead to the Englishization of Korean. Thus the resultant 
situation in both Taiwan and South Korea is that while there is no stable 
variety of either Chinese English or Korean English, the local languages have 
begun to change; and the hegemony of English cannot be ignored as one of 
the reasons behind the lexical, structural, and discoursal changes in these host 
languages. 
2.2.4. Resistance against the Hegemony of English 
As discussed thus far, the hegemony of English is evident all around the 
world. Nevertheless, it should also be noted that such hegemony does not go 
unchallenged. There are countries in the world that have moved toward 
resisting such hegemony. In Iran and China, the process of modernization and 
subsequent acceptance of the hegemony of English have not been received by 
the local governments without resistance. There has been growing awareness 
that the modernization theory behind the spread of English also gives 
ideological justifications for the continued inequality and exploitation' of the 
underdeveloped' countries by the developed' western societies (Tollefson, 
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1991: 83). The outcomes have been that in Iran, Khomeini declared that the 
Iranians are "afraid of ... the training of our youth in the interests of the West 
or East" (Bakhash, 1984: 122, quoted in Tollefson, ibid); and that in China, 
restrictions were placed on study abroad programs for Chinese scholars and 
educational exchange programs for foreign teachers to work in China were 
cut back (Tollefson, ibid: 96). 
Another example found in Lowenberg (1986: 74-75) is that in 1969, the 
Malaysian Ministry of Education implemented the policy for all English-
medium schools to use Bahasa Malaysia as the medium of instruction. Several 
other sociolinguists (e.g., Piatt and Weber, 1980) also note that all candidates 
for admission to government-supported higher education are required to pass 
entrance tests in Bahasa Malaysia. The purposes of such a move are twofold: to 
take the power and dominance away from English; and to reinforce the 
identity and hegemony of the national language. 
However, Augustin (1982) asserts that the leadership of the Malaysian 
government and businesses are proficient in English because they completed 
their education during the sixties when English was used the primary 
language of instructions in secondary and tertiary institutions of education. 
Thus the predicted outcome of the language policy situation in Malaysia is that 
the people of Malaysia may have to pay a dear price in the future for 
strengthening the position of Bahasa Malaysia. These days, the access to 
business communication and to academic knowledge have increasingly been 
monopolized by the English testing institutions of the Inner Circle19 (e.g., ETS, 
1 9
 For references that discuss the issue of native speaker standards in 
internationally accepted English proficiency tests such as TOEFL, TOEIC, or 
SPEAK, see Davidson (1993), Lowenberg (1992, 1993), Smith and Nelson 
(1985), Spolsky (1993), and Swain (1990). 
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the British Council) that employ the native-speaker standards of not only 
language but also cultural orientation in forming test questions. The future 
generations of Malaysia who have acquired a Malaysian variety of English 
may not be able to run their affairs in the same manner as their parents. Thus 
it is quite possible that we will witness a reversal of language education 
policies in the future. Nevertheless, the fact that the attempt was made against 
the power of English in a simultaneous endeavor to "diffuse ethnic tensions by 
promoting Malaysian identity" (Lowenberg, 1986: 74) is sufficient evidence 
that there is an awareness of the potential hegemonic relation that English 
imposes on other languages.20 
A further example of struggle against the spread and hegemony of English 
is the case of "World French takes on World English" (Kibbee, 1993a and b). 
Kibbee (1993a: 209) notes that 
Until the late nineteenth century French was the dominant 
international language of modern Western Europe, and, with the 
spread of empire, many other areas around the globe. Now French 
itself feels threatened by the spread of English. 
A quick example of cultural bias in English proficiency tests can be found 
in the listening/speaking component of the TOEFL which is almost 
exclusively a test on American idioms (e.g., raining cats and dogs, face 
turned blue/red, to kick the bucket) that are based on culture rather than 
on linguistic knowledge. 
For a discussion of the status of the English language in Malaysia, past and 
present, see also Omar (1994). 
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And he goes on to describe how the people who identify themselves with the 
francophone brotherhood (particularly in France and Quebec, Canada) have 
reacted to English domination in an attempt to "maintain French cultural 
identity," and in "an effort of linguistic liberation" (1993a: 220). 
However, Kibbee sadly notes (1993b: 346) that there is a steep price to pay 
in order to stay in the struggle against English, in terms of "the financial 
expense," "the human cost in the distribution of the labor force," and "the 
moral cost of supporting community linguistic rights over individual rights." 
And even with these prices, "success in the higher levels of business, in 
science, and in higher education still requires competence in English." 
2.3. Ideology and Power in the Language of Education 
In the previous sections, we have seen that linguistic events play a major 
role in transmitting ideologies that are favorable toward the maintenance of 
specific power relations, both positive and negative, among various groups 
within a society, and among different nations that speak various forms of 
English. In this section, we go further into one specific domain where 
language begins to shape the minds of our young: education. Apple has 
discussed at length the relationship between language, education, and power 
([1979], 1982, 1986, 1988, 1990, 1993a and b); some other scholars in this field 
are Apple and Christian-Smith (1991), Apple and Beyer (1988), Bernstein (1971, 
1986, 1990), Beyer and Apple (1988), Carlson (1988), Corson (1989, 1990), Eco 
(1979), Luke (1989, 1991), Sleeter and Grant (1991), Wood (1988), and Young 
(1992). (See also Clark, Clarke and Smith, McKenzie, Stubbs, and Wallace in 
81 
Fairclough, ed., 1992.) The perspectives of some of the scholars listed above 
will be discussed in the following two sections. 
2.3.1. General Education Domain 
One of the strongest assertions by Apple (1993a) is that the school 
curriculum serves as the medium through which socially accepted knowledge 
is propagated, regulated, and legitimized. In his conception of the power of 
knowledge, Apple's views are similar to that of Kachru: While Kachru (1992d) 
asserts that power is seen in the ability to "define" others, Apple emphasizes 
the right to "name the world" (Apple, 1993a: 45). In further illustrating the 
domain of education as an important channel of such knowledge, Apple adopts 
Fiske, Hodge and Turner's (1987: x) conception of culture as "a producer and 
reproducer of value systems and power relations," and Fiske's (1989: 149-150) 
ideas on the power of knowledge are as follows: 
Knowledge is power, and the circulation of knowledge is part of the 
social distribution of power. ... The power of knowledge has to 
struggle to exert itself in two dimensions. The first is to control the 
"real," to reduce reality to the knowable, ... . The second struggle is to 
have this discursively (and therefore sociopolitically) constructed 
reality accepted as truth by those whose interests may not 
necessarily be served by accepting it. 
Within these conceptions of culture and power of knowledge, Apple goes on to 
point out that "only specific groups' knowledge becomes official knowledge" 
(1990, 1993a: 65), and that "the freedom to help select the formal corpus of 
school knowledge is bound by power relations that have very real effects" 
(ibid: 66). The conclusion from these arguments is that there are specific 
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groups in society that are more powerful than others and who are able to 
choose the school curricula which in turn shape the "official knowledge" that 
children from all types of social backgrounds are led to accept without contest 
not only as a natural way of life but also as "truth." Thus "official knowledge" 
is, in Foucault's (1980: 132) terms, "the regime of truth." 
A simple examination of the various textbooks used in different periods 
within one nation, or in different nations, shows how such official knowledge 
parallels the views of the politically, socially, and culturally powerful groups. 
The famous story of Galileo's persecution because of his support for the 
Copernican theory of the solar system has been used by school teachers for 
several decades now to illustrate this point. Is it, then, a contradiction to 
believe that the very school systems that teach our young to aspire for the 
"truth" actually serve as the primary agents that propagate "distortions of 
truth"? Isn't it true that developments in science and technology have 
depended on the "truth" eventually being known? Haven't the "distortions of 
truth" always been found out and rejected throughout history? The answer to 
these questions is not a simple 'yes' or no' but rather a paradoxical 'yes, it does 
seem so, but perhaps no.' 
In some fields of education, especially those that are related to the natural 
sciences, it does seem evident that official knowledge changes over time, but 
always toward disclosing the "truth." Nevertheless, the point that we are apt to 
miss is the struggle behind the seemingly natural change of official 
knowledge. At any given time, at any given place, there is a set of scientific 
theories, axioms, models, paradigms, and what not, that form the official 
knowledge of education. What we need to acknowledge is the fact that in the 
back stage of the school curricula, there exist various other sets of scientific 
approaches, beliefs, and hypotheses that have not yet made their way into the 
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realm of official knowledge. The power relations in the struggle between these 
front-stage, official knowledge and the back-stage yet-to-be official 
knowledge is self-evident.21 
And yet, there may still be some people who want to ask the question: But 
isn't that because the "back-stage" knowledge has neither withstood the test of 
time nor proven its "truthfulness" by way of concrete evidence? To these 
people, I would once again direct their attention to the story of Galileo and 
point out that in some cases, concrete evidence has less to do with the issue 
than power alliances. Perhaps the problem is in the fact that the general 
public, including school teachers and students, are not made aware of such 
power conflicts in determining a particular set of scientific beliefs as the 
official knowledge. The conflicting ideas are effectively silenced and are 
therefore not heard by others who are not directly involved in the power 
struggle. 
These power conflicts are much more visible when we come to the content 
of textbooks in the fields of history, sociology, economics, and political science. 
A clear example can be found in the conflicting descriptions of the outbreak 
of the Korean War.22 In South Korean textbooks (e.g., W-K Han, 1971; K-B Lee, 
1984) and American history books (e.g., Oliver, 1993), the Korean war is 
described to have been started by an invasion of South Korea by the North 
2
' The division that I have created here contrasting theories, axioms, models, 
and paradigms with approaches, beliefs, and hypotheses is only to illustrate 
the power of language in defining scientific studies. I do not mean that a 
theory is any more "true" than a hypothesis. Also see Khun (1970) for 
extensive discussions on this topic. 
2 2
 About the competing explanations of the origins of the Korean War, see 
Merrill (1989: 19-54) 
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Korean army supported by the Soviet Union. In North Korean publications, on 
the other hand, and in historical records given by authors who are 
sympathetic to the North Korean government (e.g., S-K Park, 1989; Simmons, 
1975; Stone, 1969), the Korean war is described to have been initiated by the 
provocation of North Korea by the South Korean "puppet" army controlled by 
the United States.2 3 
Consider the title and table of contents of the following book that was 
published in 1977 by the Foreign Languages Publishing House, Pyongyang, 
Korea, that also published the North Korean English textbooks: 
The US Imperialists Started the Korean War 
Forward 
1. US Imperialism's Policy of World Domination after World War II. Its 
Occupation of South Korea and Enforcement of "Military Government" 
1) US Imperialism's Policy of World Domination and Korea 
2) Occupation of South Korea by the US Imperialists and Their Establishment 
of Colonial Military Rule 
3) Concoction of Puppet Government in South Korea 
4) Consolidation of the Revolutionary, Democratic Base in the Northern Half of 
the Country; Struggle of the Korean people for the Independent, Peaceful 
Reunification of the Fatherland 
2. Undisguised Preparation for Aggressive "March North" War 
1) Economic Crisis in the United States 
2) Puppet Army Organized, Its Equipment Improved 
3) Frantic Outcry for "Northward Expedition"—Prelude to War 
4) Program for "Northward Expedition" Mapped Out 
5) "Small War" at 38th Parallel 
6) Refrained Plan for War Provocation 
7) Large-scale "Purge" Campaign for "Stabilization of the Rear" 
8) War Preparation in the US Mainland and Japan 
3. Provocation of Korean War by US Imperialism. Its Thrice-cursed Atrocities 
against Korean People 
1) Provocation of Aggressive War by US Imperialism 
2) Atrocity of Mass Murder Committed by US Imperialism against the Korean 
People 
3) "Scorched-Earth" and "Strangulation" Operations 
4) Germ Warfare 
4. US Imperialists' Serious Military, Political and Moral Defeats in the Korean 
War 
1) US Imperialists' Crushing Military Defeat in the Korean War 
2) The Politico-Moral Defeat of US Imperialism in the Korean War 
Conclusion 
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Other conflicting accounts of socio-political events can be found not only 
in the factual content of what happened, but also in the language used to 
describe it. For example, events that are described as "disturbances", 
"insurrections", "riots", "revolts", and "rebellions", or, at best, "uprisings" in 
official knowledge are regarded as "democratic movements", "resistance", 
"revolutions", or "struggle for freedom and democracy" from a different point 
of view. Such linguistic strategies underlying political power relations are 
evident in how the South Korean government used to portray the events that 
occurred in Kwangju, May 1980. The series of events in Kwangju are now 
accepted as "democratic movements" by the current regime. On the other 
hand, the Chinese government still describes the events of Tiannanmen 
Square, that occurred in May-June 1989 as "riots" and "threats" to the welfare 
of the people; and therefore treats the participants of the Tiannanmen Square 
event as "criminals" of society. 
Yet another example of the manifestation of power relations in official 
knowledge is the manner in which the Japanese history books have so far 
depicted the Japanese invasion and colonization of the Asian countries before 
the end of World War II. The words used in Japanese official knowledge are 
"advances" for "a 'New Order' in East Asia" and for the creation of "the Greater 
East Asia Co-prosperity Sphere" (Peattie, 1984: 123). Several governments of 
Asian countries (e.g., China, Malaysia, North Korea, South Korea) have, for the 
past several decades, expressed their concern in such "distortions" of history 
and have demanded a correction to the Japanese official knowledge. However, 
it was not until very recently (1994) that such corrections was even partially 
taken into consideration by the Japanese government. And there is a very 
strong possibility that any amount of change in Japanese official knowledge 
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will never meet the satisfactory approval of the nations that are demanding 
corrections. 
In the United States, one particular study (The Asia Society, 1976) illustrates 
that Asian countries and cultures are grossly misrepresented in American 
school textbooks. Among the numerous problems reported in the study, some of 
the notable ones are: that Asians are described as striving to "catch up with 
the west" (ibid: 10); that all forms of Westernization in Asia are described as 
processes of modernization and progress; that any type of praise or positive 
evaluation of Asian societies is carried out according to western standards; and 
that Asian strengths are neglected while Asian problems are highlighted. 
2.3.2. Language Specific Domain 
As can be seen in the discussion on the contents of general textbooks, the 
conflicts of different power groups in creating official knowledge have 
received the attentions not only of the academics but also of the mass media 
and therefore the general public. However, when limiting the domain of 
discussion to language education, one finds that there are very few studies that 
are devoted to this field of research and there is an even less awareness of the 
issue in the general public. The reason is perhaps the misconception that 
languages can be taught free of ideology since the goal of language 
instructions is not in accepting or rejecting particular sets of beliefs, but 
simply in providing a tool for communication and expression of ideas. This 
misconception is very regrettable since language education necessarily 
depends on texts composed of linguistic events, and a greater portion of 
linguistic events, as we have seen, are ideological in nature. In addition, in 
view of the fact that the contents of the teaching material are seldom 
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contested, particularly in a language learning context, one needs to 
acknowledge that the ideological contents of the texts (both of the teaching 
material and of the discoursal texts created during the teaching-learning 
sessions by the teachers and the students in the classroom) can penetrate and 
permeate into the minds of the learners in an invisible manner. 
For this reason Fairclough (1989) brings out the assertion that, in countries 
where English is used by the majority of the population (e.g., Australia, 
Canada, U.K., U.S.A., New Zealand—the Inner Circle countries), the teaching of 
English as a second language to immigrant language minority groups may 
play an important role in transmitting the ideologies of the dominant class. A 
particularly interesting study in this regard is found in Y. Kachru (1994). 
Through an insightful analysis of texts on Afro-Americans and Native Indians 
in ESL textbooks used in the United States, Y. Kachru shows that the reality of 
the Afro-American civil rights movement is distorted in order to avoid any 
type of responsibility on the part of the dominant social groups, and also to 
avoid according the heroic characterization that Martin Luther King deserves. 
The following excerpt illustrates this particularly well: 
Martin Luther King, Jr., was a black clergyman from Atlanta, 
Georgia. When King was a child, he learned that black people and 
white people did not mix in public places. Black people sat in 
different parts of restaurants and movie theaters. Black people sat at 
the back of the bus. Black and white children went to different 
schools. This kind of separation was called segregation. 
... When he [King] finished college, he began to fight segregation. 
He did not believe in violence. He believed in peace. He helped black 
people to protest in peace. They went on marches in peace. 
(From Unit 6. Martin Luther King, Jr. in Introducing the USA: 
A Cultural Reader, by Milada Broukal and Peter Murphy, 1993) 
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It is quite clear that the language used in the above article portrays the 
black people as voluntarily segregating themselves from the white people. It 
seems as though the white people had nothing to do with segregation. Thus the 
responsibilities for segregation are not attributed to racism or discrimination 
against the black people from the white people, rather the readers (the ESL 
learners, i.e., second generation immigrants to the United States, or all other 
ESL learners using this textbook around the world) are led to an implicit 
conclusion that the black people actively participated in segregation, perhaps 
from their own prejudices against the white people. 
Such interpretation is reinforced in the second paragraph, where King is 
described to have fought against segregation, NOT discrimination. In addition, 
the fact that King believed in peace is used in the above passage in 
conjunction with the expression that the black people had to be "helped" to 
keep peace in their protests. Further the words, 'peace' and 'violence' are used 
together to create a contrast where the word 'protests' is certainly linked with 
'violence'. These two aspects of the text taken together lead to another implicit 
connotation that black people are not peaceful, but rather violent. 
Another example of the transmission of ideology in American ESL textbooks 
is reported by Weisburd (1993, 1994) in which she points out that new 
immigrants to the United States learn not to actively participate in the civic 
sphere simply through learning English because of the contents in the ESL 
textbooks. Weisburd asserts that the already marginalized ethnic minorities 
are thus even further prevented from realizing that the civic sphere is in fact 
a place for action and change. The result is that immigrant ethnic minorities 
do not learn how to voice their political opinions and therefore do not learn 
how to participate in the democratic processes in the United States. Weisburd 
further points out that such portrayal of civic sphere and public participation 
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in language textbooks has changed from a hundred years ago when the groups 
that are now socially established and dominant first came to the United States. 
Compared to the United States, Canada is usually considered a country 
where ethnic and linguistic variation is better tolerated. However, as Kibbee's 
(1993a and b) discussions of language policies in Quebec show, discrimination 
on the basis of language is not a phenomenon strange to Canada. And while 
there are places such as Quebec where French has gained more power over 
English, Kibbee (1993a: 346) notes that it is at the expense of "individual 
linguistic rights." As NichoIIs (1993: 358) clearly states: 
Quebec's success in resisting English dominance rests not on its 
support for a national bilingual policy, but on the fact that 
provinces within Canada have jurisdiction over such matters as, 
most significantly, education. Notably, Quebec has used its 
jurisdiction over education to create, in essence, a French unilingual 
school system. 
In other parts of Canada where the majority of the population uses English, 
English language teaching to immigrant minorities has been criticized for 
legitimizing and maintaining the inequalities of dominant Anglo social 
groups. Specifically, NichoIIs (1994a and b) analyzes the contents of three 
types of textbooks and argues that while the mainstream textbooks24 that form 
the official knowledge uphold the Canadian Multiculturalism Act only in a 
superficial manner, some of the regional textbooks25 published and used 
Berish, Lynda and Sandra Thibaudeau (1992, 1993) Canadian Concepts. 
Volumes 3-5. Scarborough, Ontario: Prentice Hall, Canada Inc. 
Kamiko, Fujiye (1982) Now I Have Time. Vancouver: Vancouver Community 
College; Porter, Jessie (1991) New Canadian Voices. Toronto: Wall and 
Emerson, Inc. 
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locally contain "oppositional narratives" and "solidarity narratives" that 
uphold a strong view of the Canadian Multiculturalism Act. 
The conclusion that NichoIIs (1994b: 86) reaches from the analysis of the 
mainstream textbooks is that a typical Canadian is featured to be a person who, 
among others, is employed, owns a car, is technologically and financially 
savvy, likes to exercise, loves to shop, values cleanliness, trusts modern 
medicine and dentistry, has several credit cards, and celebrates Christmas. The 
compelling argument is then, that those non-Anglo, ethnic minorities that do 
not share such characteristics are considered atypical Canadians who may be 
excluded, segregated, and fragmentalized in the Canadian society. 
Is the transmission of ideology only a phenomenon of the United States and 
Canada? Certainly not. The fact that language teaching plays a significant role 
in legitimizing the inequalities not only of social groups within a country but 
also between foreign cultures and foreign nations is perhaps even more 
striking in other parts of the world. There are, however, very few published 
empirical studies that have investigated this issue in language textbooks in 
other countries. The following is quite possibly an almost exhaustive list of 
such studies: Moreau and Pfister (1978), Levno and Pfister (1980), Singh (1987), 
Dendrinos (1992), Chun and Choe (1989), H-C Kim (1990a), D-K Kim (1993).26 
In an analysis of ten second-year college French textbooks published 
between 1972 and 1974, Moreau and Pfister (1978: 167) looked for aspects of 
deep culture' of the French people, i.e., "attitudes, emotions, impressions, and 
It is quite possible that in several countries, governments commission such 
studies for the purpose of domestic educational policies. However, these 
reports do not get published in international academic journals or have not 
come to my awareness. 
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thought processes of a foreign people." The result was that "of the ten 
textbooks evaluated, only one was considered adequate in conveying deep 
French culture to the intermediate student" (ibid: 170). The implied conclusion 
in this analysis is that while American students are taught to speak in French, 
they are not taught to think or feel like the French do. The predominant 
culture that is contained in the French textbooks is American. In a subsequent 
study of twenty one first-year college French textbooks published between 
1972 to 1978, Levno and Pfister (1980: 50) assert that "a lack of cultural 
information ... promotes the false assumption that all people and their way of 
life are the same regardless of their culture." 
In India, however, the dominant culture portrayed in language textbooks is 
not domestic, but rather foreign. In an analysis of popular English grammar 
books, Singh (1987: 253) states that the contextual themes contained in the 
lessons of English grammar texts "propagate the notion of British supremacy 
and impose a view of history which justifies colonial rule." Thus she 
characterizes English textbooks used in pre-1947 India as containing colonial 
ideology. 
Recently, Dendrinos (1992) discusses EFL (English as a foreign language) 
textbooks in a rather broad manner, including all types of textbooks printed 
from all around the world (although most of her examples come from books 
published in the UK and the USA). After conducting a study on a variety of 
textbooks written for learners of English as a foreign language, she concludes 
that "all educational choices are value-loaded, and that all pedagogical 
decisions entail ideological commitment" (ibid: 187). 
Compared to the indifference that scholars have shown to language 
textbooks around the world, the specific political situation of ideological 
conflict between the two Koreas has resulted in several analyses of North 
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Korean textbooks of the Korean language by scholars in South Korea. It is 
probably fair to say that these studies were first commissioned by the South 
Korean government in an attempt to show its people how the communist 
regime in the North was indoctrinating their people. 
Some examples of such studies published in South Korea are Chun and Choe 
(1989), H-C Kim (1990a), D-K Kim (1993) among others. Through analyses of the 
contents of Korean language textbooks used in primary schools, all of these 
studies reach the same conclusion: the ideology of communist revolution and 
national pride is transmitted through the narratives of hatred toward and 
distortions about capitalist societies. Notably, Chun and Choe (1989) give a 
comparison of the Korean language textbooks used in North Korea and South 
Korea. In their comparison, they show that the North Korean textbooks 
contain narratives that idolize Kim II-Sung, distort the socio-economic 
realities of capitalist societies, and motivate hatred and hostility toward 
Americans, while such ideological narratives cannot be found in South Korean 
textbooks. 
Through my own experiences of schooling in South Korea, the above 
conclusions of Chun and Choe (1989) seem a little far-fetched. Certainly until 
the seventies, there were several stories that depicted children, civilians and 
soldiers being killed by anonymous "communist guerrillas" in the Korean 
language textbooks. In addition, several works of Korean writers that were 
allegedly sympathetic to the North Korean regime, that were reportedly 
abducted or had defected to the North during the war were prohibited from 
being included in language textbooks. I believe these are manifestations of 
ideology and power relations in South Korean language textbooks that still 
prevail today. 
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The question that arises here is whether there has been any study that 
investigated the relationship of language, ideology, and power in English 
textbooks that are being used in the two Koreas. Considering the 
manifestations of power relations (e.g., institutional, societal, etc.) and 
linguistic and cultural imperialism associated with the English language, this 
is a question that certainly deserves the attention of contemporary 
sociolinguists. This is the topic of discussion in the subsequent chapters of this 
study. 
2.4. Summary 
The discussion presented so far in this chapter has illustrated the following 
points: 
1. Ideology is evident in virtually all types of linguistic events. 
2. The ideological content of linguistic events serve specific functions 
of sustaining particular types of power relations (e.g., institutional, 
societal, etc.). 
3. English has become and will probably continue to be the language of 
the world and exert hegemony over other languages. 
4. The hegemony of English serves to legitimize and maintain the 
dominance and power of speakers of native varieties of English. 
5. The language used in education serves to transmit specific ideologies 
that are favorable toward legitimizing and re-creating the dominant 
power relations that already exist in the society. 
6. Language education is loaded with ideological content which 
performs the functions of excluding or marginalizing certain 
groups or cultures while at the same time glorifying or embellishing 
others. 
The questions that remain are: 
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1. What are the specific ideologies that are contained in the materials 
for teaching English; and 
2. What are the specific power relations that are created, re-created, 
and sustained by transmission of such ideologies? 
These are the questions that this study is particularly concerned about. In 
order to approach these questions empirically, however, one needs a rigorous 
methodology. Thus in the following chapter a detailed description of 
methodology is provided that allows us to investigate the relationship among 
language, ideology, and power in English language teaching materials. 
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CHAPTER 3 
DESCRIPTION OF STUDY 
3.1. Goals of Study 
As discussed in the previous chapter, recent approaches to critical 
sociolinguistics have identified several dimensions of relationships among 
language, ideology, and power. Nevertheless, one feature lacking in such 
studies is that there has been a gap in investigating the ideological contents 
and the manifestations of power relations in LANGUAGE textbooks. Within the 
existing studies on language textbooks, one crucial aspect of research is 
missing: There is no comprehensive study of any one set of textbooks. All of 
the studies illustrate examples from a wide range of textbooks that show 
evidence of ideological content and linguistic devices that underlie mostly 
negative power relations. However, the questions that remain are: What are 
the types and proportions of ideology that are present when one looks at the 
totality of a set of textbooks? What are the prevalent linguistic devices used? 
Are there specific relationships between certain linguistic strategies and 
their ideological function? What is the significance of the set of textbooks in 
the community/society/state/nation? 
In the perspective of analyzing English language textbooks, the study of 
English textbooks used in North and South Korea is deemed worthy of attention 
not only because of the linguistic and cultural imperialism that the English 
language has brought into the Expanding Circle countries, but also because of 
the unusual socio-political situation of the two countries. So far, there has not 
been any comprehensive study done within Korea concerning the issue of 
representations of ideology and power in English textbooks. A few studies exist 
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in which South Korean scholars describe the curriculum of North Korea (e.g., 
DC Kim, 1990; D-K Kim, 1993; H-C Kim, 1990a and b; Y-L Moon, 1990), and there 
are a couple of South Korean publications that give a comparative description 
of ideology in the Korean language textbooks of the two Koreas (Chun and 
Choe, 1989; D-K Kim, 1993; H-C Kim, 1990a), but there is not a single 
comprehensive report on the ideological content of English textbooks used in 
North and South Korea. 
Thus, the goals of the study described and reported in this dissertation are 
to answer the following questions: 
1. What is the significance of the English language textbook in the 
school curricula of North and South Korea? 
2 What are the specific ideologies contained in the materials for 
teaching English in North and South Korea? 
3. What are the linguistic devices used as strategies of propagating 
specific ideologies? 
4. What are the specific power relations that are created, re-created, 
and sustained by transmission of such ideologies in the two Koreas? 
3.2. Data for Analysis 
As noted above, the domain of analysis for this study is restricted to the 
English textbooks used in North and South Korea. In comparison with other 
studies that have analyzed English language textbooks, this particular domain 
of study is of particular significance because of the fact that it has been some 
time since both countries began using textbooks written within the country 
by local English educators. Thus the ideologies contained in these textbooks are 
ideologies that are created within the country that are deemed acceptable to be 
taught to the growing children of each country. 
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In North Korea, there is one and only set of English textbook, which is 
published by Foreign Languages Books Publishing House, an institution of the 
North Korean government, English for Senior Middle School. Volumes 1-6. 
There are no specific authors named in these textbooks. English education in 
North Korea begins in fourth grade, but the level of English taught at these 
elementary education grades is very basic. However, since there are not any 
comparable textbooks in South Korea used in the regular school curricula for 
elementary school education, I decided to use the three upper level volumes of 
textbooks (Volumes 4, 5, and 6) that are used at grades 8, 9, and 10 (grade 10 is 
the highest level of secondary education in North Korea1). Only the reading 
texts of each chapter were used for analysis. The entire reading material in 
each of these textbooks are given in Appendix A. The specific information 
concerning each textbook, i.e., the title of each lesson in each textbook, the 
number of words in each reading text in each lesson, the genre analysis of 
each textbook, the thematic analysis of each textbook, and the content analysis 
of each textbook are given in Appendix B. 
In South Korea, there are five sets of English textbooks (approved by the 
Ministry of Education) that are currently being used for secondary education, 
at both middle school levels (grades 7, 8, and 9) and high school levels (grades 
10, 11, and 12). These textbooks were written by prominent English language 
professors affiliated with prestigious Korean universities, either alone or in 
collaboration with their hand-picked colleagues. During the most recent 
government-supervised selection process of the textbooks in 1988, several 
textbooks written by various authors and published by several publishing 
The educational systems of the two Koreas are described in more detail in 
Chapter 4. 
98 
companies were submitted to the Ministry of Education for approval. These 
textbooks were judged by a committee formed by the Ministry of Education and 
five of them were selected and approved by the government. Prior to 1988, the 
government of South Korea had authorized only one type of textbook to be used 
at all levels of secondary education. This process of selecting English textbooks 
does not occur frequently (supposedly every five years, but there have been 
exceptions), so whatever textbook once adopted in this process is used for at 
least five years. The textbooks that were approved in 1988 have been in use 
since 1989. Thus the current English textbooks have been used for six years.2 
After the textbooks are selected, the list of government approved textbooks 
is sent out to all the secondary schools in South Korea. Each individual school 
has the discretion to choose from among these textbooks to include in their 
curricula. After the individual schools have adopted one series of textbooks, 
they place their orders to the publishing companies each year via the 
Ministry of Education. 
In order to find out which textbook is used by the majority of the schools 
(and students), inquiries were made of both the publishers and the Ministry of 
Education. Unfortunately, the inquiries to the publisher have been returned 
with vague and conflicting answers that the textbook published by each 
company is the most popular. Since all the schools are required to report their 
selection of textbook to the Ministry of Education, the specific percentage of 
users of each type of textbook could be available. However, requests for 
information sent to the Ministry of Education were replied with an answer of 
"data unavailable." 
A more detailed description of the process of selecting secondary education 
textbooks in South Korea is given in Chapter 4. 
99 
Thus it was rather difficult to obtain an accurate estimate of the popularity 
of each type of textbook. An indirect method had to be used to determine which 
textbook was most widely used. Several secondary school students in the Seoul 
area were contacted through personal connections of family and friends. And 
among the five types of textbooks that are currently being used in South 
Korea, the series of textbooks distributed by the Dong-A Publishing Company 
was cited as the most frequently used in the three years of middle school 
education (Grades 7, 8, and 9). Moreover, the author of the textbooks distributed 
by the Dong-A Publishing Company was also the author of the single set of 
textbooks that was commissioned by the Ministry of Education and used 
between 1984 and 1988. Thus I decided to use these textbooks in this study. 
The contents in the first year South Korean textbook are, however, too 
elementary, and there are no reading passages or narratives since the lessons 
are centered around dialogues. Moreover, the grade levels do not match the 
three North Korean textbooks that I selected. Therefore, I excluded the first 
year middle-school South Korean textbook and included instead the first year 
high-school textbook that was distributed by the same publishing company, 
but written by different authors. I would have selected a high-school textbook 
that was written by the same author as the middle-school textbooks, but such a 
textbook was not available since he had not authored one. Thus, the textbooks 
selected for South Korea are those used in grades 8, 9, and 10, published and 
distributed by the Dong-A Publishing Company of South Korea. 
As was the case for North Korean textbooks, only the reading texts of each 
chapter were used for analysis. The entire reading material in each of these 
textbooks are given in Appendix C. The specific information concerning each 
textbook, i.e., the title of each lesson in each textbook, the number of words in 
each reading text in each lesson, the genre analysis of each textbook, the 
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thematic analysis of each textbook, and the contents analysis of each textbook 
are given in Appendix D. 
3.3. Methods of Analysis 
3.3.1 Framework of Analysis 
The discussions on theoretical and methodological approaches to the study 
of language, ideology, and power presented in Chapter 1 have shown that 
there are several necessary components of analysis that a study such as this 
should have. Among the numerous components that each approach advocates, 
two stand out as similarities across all of them: a need for socio-historical 
analysis and a need for critical language analysis. These two aspects of the 
analysis can be referred to as the CONTEXTUAL ANALYSIS and the TEXTUAL 
ANALYSIS. And in addition to the above two components of analysis. Thompson 
(1984, 1987) mentions the need for INTERPRETIVE ANALYSIS. 
Thus the methods of analysis that are employed in this study cannot be said 
to follows the methodology of one particular approach or theorist. Rather, it 
can be said that the general framework of analysis closely resembles that of 
the Hallidayan approach to linguistics (sociolinguistics or critical 
sociolinguistics) where the linguistic (textual/discourse) analysis is preceded 
by an analysis of the context of situation (or the context of culture). To this 
approach, an interpretive analysis component has been added. The specific 
methods for each component of analysis are described in the following 
sections. 
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3.3.2. Contextual Analysis 
The first part of the contextual analysis of this study consists of 
investigations on the history of English education in the Korean peninsula. It 
is only through such an investigation that we are able to understand the 
current status of the English language in the two Koreas. Of particular interest 
to this contextual analysis are the following points: 
• the manner in which English was first brought into Korea; 
• the political, social, and economic relations between the carriers of 
the English language and the Korean people; 
• the circumstances in which English education was initiated in 
Korea; 
• the impact of the Japanese colonial rule on English language 
education; 
• the impact of the Korean war and subsequent partition into the two 
countries on the English language education policies in North and 
South Korea; 
• the motivations for the increase in functional range and depth of 
the English language as perceived by the Korean people; 
• the status of the English language, and its education in the two 
Koreas 
• the future projections of English language education in the two 
Koreas. 
The major sources of information that shed light on the above points of 
consideration are history books written on Korea by Korean and foreign 
authors; published surveys of English language education in Korea written by 
academic professionals in the field of English language education; media 
(especially the newspaper) reports on past and current developments in the 
field of English language education in North and South Korea; and interviews 
with people who have experienced the past and/or were involved in English 
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language education themselves. All of the above types of sources were 
available and they were all utilized in the contextual analysis component of 
this study. 
The second part of the contextual analysis consists of explaining the 
specific context of the use of the English language textbooks in the school 
curricula of the two countries. At this stage of the analysis, the methodological 
framework given by Halliday (see Chapter 1, section 2) in describing the 
context of situation is very useful. Thus the following questions are asked that 
relate to the field, tenor and mode features of the text which comprise the 
context of situation (Halliday and Hasan, 1989: 12): 
• Field: What is happening? What is the nature of the social action that 
is taking place? What is it that the participants are engaged in? 
• Tenor: Who is taking part? What are the nature of the participants, 
their statuses and roles? What kinds of role relationship obtain 
among the participants, including permanent and temporary 
relationships of one kind or another? 
• Mode: What is the part that language is playing? What is it that the 
participants are expecting the language to do for them in that 
situation? What is the symbolic organization of the text? What is 
the status of the text and its function in the context, including the 
channel and rhetorical mode. What is being achieved by the text 
in terms of such categories as persuasive, expository, didactic, 
and the like. 
In this particular study, the answers to most of the questions listed above are 
identical for all of the reading texts in each country, and they are dealt within 
the contextual analysis component of this study. 
However, the analysis of mode is a textual analysis and although the 
answers are identical for all of the reading texts on some questions, there are 
other questions (e.g., the rhetorical mode, and what is being achieved) that 
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need to be addressed separately for each reading text. Thus the analysis of 
mode is divided in this study so that the common grounds of the texts are 
explained in the contextual analysis while the individual and distinctive 
qualities of the texts are considered in the textual analysis part of the study. 
3.3.3. Textual Analysis 
Phase One: Micro-analysis 
The first step in carrying out the textual analysis component of this study 
is to manually word process all the reading texts. Then the question of what is 
being achieved by the text is answered by analyzing the topical content, the 
prevailing theme,3 and the specific ideological content of each reading text.4 
These analyses were done separately for each textbook and the results from 
the separate analyses were combined to obtain the whole picture of all three 
textbooks. The proportions of topical content, thematic content, and ideological 
content are computed with the number of words that were contained in the 
texts of such content in relation to the total number of words in the reading 
material of the textbooks. 
In analyzing the topical content, the question is "What is the text talking 
about?" In analyzing the thematic content, the question is "What is the 
message/thesis of the text?" The analysis of ideological content is not so 
3
 Themes are an important part of this analysis since I would like to see what 
kind of contextual themes are used for specific ideological content. 
4
 The question on rhetorical mode is considered in the third phase of the 
analysis when looking for linguistic strategies that are used in the 
textbooks for the purpose of conveying specific ideologies. 
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simple. Each text needs to be critically read, focusing on each phrase, each 
clause, and each sentence separately, and also together with neighboring 
phrases, clauses, and sentences. Upon identifying the propositional content of 
each phrasal, clausal, or sentential unit as containing certain ideological 
content in relation to its neighboring units, the specific units (phrases, 
clauses, or sentences) are tagged in the text. Each of these units are numbered 
consecutively within the lesson. Thus each unit is identifiable by the country 
that the textbook is used in, the level of the textbook, the lesson in which the 
ideological content is found, and the line numbers of the analyzed units within 
the text of the lesson. The tagging system consists of the description of 
ideology and a number that shows how many instances of such ideological 
content have occurred in the specific volume of textbook up to that point. An 
example is as follows: 
From North Korean text, Volume 4, Lesson 5, Lines 1-6: 
Fifth occurrence of ideological content motivating diligence: 
( d i l i g e n c e 5 :1-6) 
1. When the Sun Sets, It Is Dark 
2. The student is very diligent. 
3. He gets up early before the sun rises. 
4. He works hard at college. 
5. When the sun sets, it is dark. 
6. After it is dark, he comes back home. 
Then, each of the tagged phrases, clauses, or sentences are copied onto a 
separate file consisting of texts that have the same ideological content. In 
order to keep track of the original position of each tagged piece of text, they 
are all given identification codes that show the country, the level of textbook, 
the chapter, the line in the individual text, the topical content, and the 
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thematic content. Thus each ideology is, so to speak, stored in separate files 
that consists of three columns: An ID number column, an ID code column, and 
the textual column. A portion of such file that contains the example text given 










When the Sun Sets, It Is Dark 
The student is very diligent. 
He gets up early before the sun rises. 
He works hard at college. 
When the sun sets, it is dark. 
After is it dark, he comes back home. 
... 
As illustrated in the above sample of analysis, the number of words are 
counted in each occurrence of ideological content. For each level of textbook, 
these numbers of words are added to obtain the total number of words for the 
specific ideological content. Then the three total number of words obtained for 
each level of textbook are added to obtain the final total number of words for a 
specific ideological content in each country. 
For example, the ideological content in texts such as the above example that 
motivates diligence (i.e., favorable toward the value of diligence as a desired 
social/human characteristic) are found in lessons 1, 2, 3, 4, 5, 9, 10, 13, 14, 15, 
additional reading 1, and additional reading 3 of Volume 4 of the North Korean 
textbook, with a total of 1482 words, which is 19.57 percent out of 7571 words 
(total number of words in volume 4. cf., Section I-d-2 of Appendix B). In 
volume 5, the diligence ideology is found only in lesson 10, and there are 288 
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words which is 4.75 percent of the total number of 6067 words in volume 5 (cf., 
Section II-d-2 of Appendix B); and in volume 6, the diligence ideology is not to 
be found anywhere in the contents of the reading material (cf., Section III-d-2 
of Appendix B). Thus it is found that the ideological contents that are biased in 
favor of diligence as a virtue are found to exist in a total of 1770 words that 
consist 7.86 percent of the whole range of the three textbooks (with 22,526 
words) used in North Korea (cf. Chapter 5.). 
Each word in the data to be analyzed is accounted for as belonging to one of 
the following categories of content: 
• describing an aspect of life within the respective societies (North 
Korea or South Korea); 
• motivating a specific social or human characteristic as desirable; 
• describing a natural phenomenon or an aspect of technology, i.e., 
scientific; 
• describing an aspect of foreign culture or society; 
others, i.e., none of the above. 
Phase Two: Macro-analysis 
As described above, phase one micro-analysis answers the question of what 
is being achieved by the text, by analyzing the topical content, the prevailing 
theme, and the specific ideological contents of each reading text, and 
combining these results to obtain a holistic picture of the specific ideologies 
that appear in the English textbooks of North and South Korea. Phase two 
macro-analysis involves the analysis of the contents in relation to the task of 
identifying the manners in which the interests of underlying power relations 
are served through such ideological contents. In other words, the question is: 
How does the text achieve what it achieves? Or, how do the contents in the 
107 
textbooks of North and South Korea effect the process of building "official 
knowledge" or "regimes of truth" that create, re-create, and maintain specific 
power relations?5 
Returning to the example of the ideological content that motivates 
diligence, the micro-analysis shows that diligence is taught to be a virtue that 
is to be desired as a social/human characteristic. What the macro-analysis 
needs to show is: IN WHAT WAY the value of diligence serves to build the official 
knowledge concerning, for example, a model citizen, a model student, an ideal 
society, an ideal leader, etc. 
In answer to the above question, Giddens (1979: 193-196) offers three 
principal ways in which ideology functions as modes in which "domination is 
concealed as domination": 
The representation of sectional interests as universal ones; 
• The denial or transmutation of contradictions; 
• The naturalization of the present: reification. 
Perhaps in a slight modification and elaboration of Giddens' ideological forms, 
Thompson (1987: 521) identifies four modalities of the operations of ideology in 
which "meaning may serve to sustain relations of domination": 
• Legitimation: A system of domination may be sustained ... by being 
represented as legitimate, that is, as a system which is just and 
worthy of support. 
5
 As discussed in Chapter 1. and Chapter 2. the power relations that underlie 
ideological uses of language can be positive or negative, or positive and 
negative at the same time. Note that the term 'positive' is used to signify the 
fact that the power relation in question results in productive and 
encouraging events rather than destructive or repressive events. 
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• Dissimulation: Relations of domination may be concealed, denied or 
obscured ... by describing social processes or events in terms which 
highlight some features at the expense of others, or by representing 
or interpreting such processes in a way which effectively veils the 
social relations of which they are part. 
• Fragmentation: Relations of domination may be sustained by the 
mobilization of meaning in a way which fragments groups and 
places individuals and factions in opposition to one another. 
Reification: Ideology may operate by representing a transitory, 
historical state of affairs as if it were permanent, natural, outside of 
time. 
Eagleton (1991: 5-6) further explains that the following six methods may 
interact in complex ways to legitimate a dominant power: 
• Promoting beliefs and values congenial to it; 
Naturalizing and Universalizing such beliefs so as to render them 
self-evident and apparently inevitable; 
• Denigrating ideas which might challenge it; 
• Excluding rival forms of thought, perhaps by some unspoken but 
systematic logic; and 
• Obscuring social reality in ways convenient to itself. 
In summary, all of the three frameworks of analysis described above assume 
that power relations are essentially dominating in a strictly negative sense. In 
this regard the above methods of macro-analysis may not be sufficient in 
explicating the manners of power relations that can be positive as well as 
negative. 
However, one does not necessarily have to share the same assumptions of 
Giddens, Thompson, Eagleton, and others in order to borrow from their 
methodologies of analysis. In fact, the above modes/modalities/methods may be 
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applied to analyze the ways in which ideology serves positive power relations, 
i.e., ideology that works not only in the interest of the individuals or groups 
that are thought to be dominant, but also in the interest of everyone in the 
society, specifically the students that are learning from the textbooks. In other 
words, what I mean by ideologies that serve positive power relations may be 
explained, in short, as ideologies that empower the students rather than 
repress them. Such ideologies of positive power relations should help the 
students in their endeavors for self-achievement, personal success, happiness, 
prosperity, and ultimately, co-existence and survival with everyone else in the 
society through solidarity, cooperation, and understanding. 
Thus in the phase two macro-analysis of this study, I look for ways in 
which the ideological contents of the textbooks legitimate, dissimulate, 
fragment, reify, promote, universalize, naturalize, denigrade, exclude, and 
obscure, not only to re-create and sustain negative power relations but also to 
create positive power relations and bring about social change. Whether or not 
I find more ideological contents that serve one type of power relations than 
the other is a matter of empirical question that is left to the actual analysis of 
data. 
Phase Three: Linguistic Analysis 
Having identified the specific ways in which ideological uses of language 
serve the interest of particular power relations, the third phase of textual 
analysis involves the specifically linguistic analysis which identifies the 
textual, syntactic and lexical strategies of legitimation, dissimulation, 
fragmentation. reification. promotion, universalization. naturalization. 
denigration, exclusion, and obscurization. 
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In this part of the analysis it is helpful to borrow from the methods of 
analysis that have been outlined by Halliday (1985a) as well as Fowler, Hodge, 
Kress and Fairclough (cf., Chapter 1. Section 2.). Some of the specifically 
linguistic strategies that have been linked to ideology and power relations are 
the following: 
• Rhetorical: Narrative 
• Structural: Commands, Nominalization, Passivization, Questions, 
Statements (positive vs. negative), Tense 
• Lexical: Antonymy, Classifications, Metaphors, Pronouns, 
Synonymy 
Pragmatic: Hesitations 
From among the above, Fairclough (1989) is particularly interested in 
identifying the linguistic strategies that contain experiential (what is known 
about the world), relational (the relative interaction between participants) 
and expressive (how things are defined in the world) values. 
There are additional linguistic features that may be added to the above list 
which show such experiential, relational and expressive values: 
• Rhetorical: Dialogues, Monologues (e.g., letters and diaries) 
• Structural: Comparatives (e.g., A is better than B) 
• Lexical: Determiners (e.g., a, an, the, some, many, one, all, etc.) 
Emphasis (e.g., almost, very) 
• Pragmatic: Apologies, Politeness, Requests, etc. 
And still we cannot be certain that the above linguistic features comprise the 
comprehensive list of strategies that aid the manifestation of ideology and 
power relations. 
I l l 
If we take the position that virtually all linguistic events are ideological in 
nature (cf. Chapter 1. Section 3.), then we have to assume that almost all 
linguistic features are used in one way or another as strategies of ideology and 
power relations. Therefore the goal of linguistic analysis in the textual 
analysis is not in identifying the linguistic strategies themselves, but in 
possibly finding some relationships between certain types of linguistic 
strategies and specific manners in which ideology underlies power relations. 
If there are some linguistic features (rhetorical, structural, lexical, or 
pragmatic) that are used more often than others in order to support a 
particular ideology or power relation, we may be able to identify the functions 
of those linguistic features in this perspective. 
To illustrate the above point, we may consider the use of the present tense 
verb 'is' in statements such as the ones that express the ideology of diligence 
that were given previously: e.g., 
1. When the Sun Sets, It Is Dark 
2. The student is very diligent 
Sentence 1. is the title of the lesson which expresses an undeniably natural 
and universal phenomenon. There seems to be no way known to man that can 
defy the prepositional content expressed in sentence 1, except by 
technological inventions such as the electrical bulb, which are, of course, 
beyond the realm of natural phenomena. In a purely structural description 
that does not take social-ideological functions into consideration, this type of 
verb is said to express the "general timeless truths" such as "physical laws" 
(Celce-Murcia and Larsen-Freeman, 1983: 62; also see Quirk, Greenbaum, 
Leech, and Svartvik, 1985). 
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Then in sentence 2, the same type of verb is used to express the diligence6 
of a student, unidentified, and yet attached to a definite article the'. In this 
manner, the student' actually becomes identified with all students involved in 
the lesson, and the characterization of diligence is generalized to each and 
every one of them. Whether or not this generalization can be justified as true' 
is now beside the point. By virtue of expressing the ideology in the present 
tense, and by relating the ideology to a natural phenomenon such as a sunset 
that is universally true', it becomes true. The effect on individual students that 
may not fit the description is that he or she has to modify himself or herself to 
fit the description rather than contest, let alone contradict, the truth value of 
the sentence. 
Thus the process of finding a functional relationship between linguistic 
features and certain ideologies is the final phase in the textual analysis. In 
summary, the textual analysis component of this study consists of finding 
specific ideologies expressed through the texts, finding the manners in which 
these ideologies serve specific relations of power, and finding the ideological 
functions of certain linguistic features. 
6
 The definition of 'diligence' is another dimension of analysis related to 
textual explorations of the lexical meaning. 
113 
3.3.4. Interpretation 
Thus far in the above sections, I have described the methods of conducting 
the contextual and textual analysis of reading material in language textbooks. 
The third component in the analysis of this study is in bringing out the 
educational and socio-political implications that can be drawn from the 
interactions of the text and the context, i.e., the interpretative analysis of the 
relationship between the context and the text. Essentially, this component of 
the analysis is concerned with the subject of power and the nature of the 
power relations, i.e., Who has the power in what kind of situations? And is the 
power relations predominantly positive, negative or both? 
Although Halliday himself does not engage in interpretative analyses, his 
ideas on the relationship between the text and the context bring forth an 
insightful understanding of how meaning arises from the "friction" of the two 
(text and context). In this idea, Halliday asserts that the school environment 
provides a particularly good example. In his own words (Halliday and Hasan, 
1989: 47): 
... Every lesson is built on the assumption of earlier lessons in which 
topics have been explored, concepts agreed upon and defined; but 
beyond this there is a great deal of unspoken cross-reference of which 
everyone is largely unaware. 
This kind of INTERTEXTUALITY, as it is sometimes called, includes not 
only the more obvious experiential features that make up the context of 
a lesson but also other aspects of the meaning: types of logical 
sequencing that are recognised as valid, ... 
At a deeper level the entire school learning experience is linked by 
a pervading 'intertextuality' that embodies the theory and practice of 
education as institutionalised in our culture. 
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In the above quote, Halliday stresses the importance of looking at the 
results of going through the whole school system in which a student is 
constantly reinforced with similar or identical types of ideology that are 
deemed adequate and valid as norms of life within the society. He brings our 
attention to the "unspoken cross-reference" which he refers to as 
intertextuality. Thus this component of the analysis necessarily entails 
identifying the educational and socio-political power relations which exist as 
the pervasive but invisible forces within which English language education is 
conducted. 
Thus from the analysis of the context of English language teaching in 
North Korean and South Korean educational institutions, and the analysis of 
specific ideologies and the main modalities of the manifestations of ideologies, 
and the analysis of ideological functions of linguistic features, we finally 
arrive at the interpretative analysis that extrapolates the power relations that 
form the basis of all the ideological uses of language in the context of English 
language education. 
If we find that the power relations are predominantly negative and 
repressive in nature, this study will serve the critical function of bringing 
awareness about the dominant power structures that we have subjected our 
children to. This awareness can then be used to benefit the students and the 
society at large by exposing the dominant power relationships in an effort to 
emancipate ourselves from them. In addition, the findings of the study may be 
used to inform the language educators and the leaders of the society in general 
in an effort to reform the social world into a more constructive field where 
power relations function in positive manners. On the other hand, if 
predominantly positive power relations are found, then the results of this 
study can be used to ensure the maintenance of such positive relationships. 
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3.4. Afterwords on the Methodology 
Some additional comments on the methodology need to be included here 
which were premeditated right from the beginning of the search for a 
methodological framework for this study. As is evident from the description of 
methodology that I have given so far, I have adopted a fundamentally 
linguistic approach (as this is a linguistic study) in that the methods of 
analysis originate from the text. The context is provided only because the text 
pre-exists. 
There have been a number of reasons, derived from a review of previous 
literature, that have led to the selection of the text, i.e., the reading texts of 
language instructions materials. Among those reasons, perhaps the most 
important one is that there have been very few studies that looked at language 
teaching textbooks, perhaps from an unfounded misconception that language 
classes simply teach people to speak their own minds in a different language. 
Consequently, the selection of the contextual situation, i.e., the North Korean 
and South Korean context, came only after the selection of the text itself. 
Nevertheless, the contextual analysis precedes the textual analysis because it is 
the contextual analysis that provides the field in which the text can be fully 
appreciated. 
The assumption that there is some relationship among language, ideology 
and power is the result of reviewing previous literature on the subject matter. 
Therefore the assumption is also present when looking at language 
instructional materials. However, the assumption begins and stops at the stage 
of hypothesizing that there is some relationship. It does not go anywhere 
beyond into the realm of predicting any specific types of linguistic strategies 
or particular manifestations of ideology that serve power relationships that 
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are either positive or negative. These are empirical questions in this study for 
which specific hypotheses are formulated at the third phase of textual 
analysis, and particular power relations are investigated at the final stage 
analysis, i.e., the interpretive analysis. 
Therefore, the decision to look at the English textbooks of both North Korea 
and South Korea is not an accident simply motivated by the availability of the 
texts. Relying on the fact that North Korea and South Korea are perhaps the 
only two societies in the world today that are in such serious social, 
economical, political, and educational conflict situation, there was a 
purposeful attempt to avoid biased judgments in identifying ideologies and 
interpreting the underlying power relations that are either too critical 
(seeing everything in relations of domination or repression) or too naive 
(seeing everything in relations of productivity and solidarity). In fact the 
North Korea textbooks were very difficult to obtain, and if it were not for the 
help of some very generous and courageous people, I would not have been able 
to live up to my own expectations. 
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CHAPTER 4 
CONTEXT: ENGLISH EDUCATION IN THE TWO KOREAS 
The histories of English language education in North and South Korea 
provide interesting examples of the hegemony of English and resistance to it. 
While English education in post-war South Korea depended on resources from 
the Inner Circle countries (e.g. the U.K. and the U.S.A.), North Korea relied on 
the Soviet Union for foreign language education, and that applied to English 
language education as well. In fact, it was not until the mid sixties that North 
Korea adopted English as the major foreign language for education within the 
school systems. Thus in the following sections, discussions will be presented on 
the manner and results of English language education on the Korean 
peninsula, beginning from the very circumstances that brought the English 
language to the land of the hermit.' 
4.1. Before the Japanese Colonial Period (1882-1910) 
Phase One: Introduction 
Virtually all studies on the history of English education in Korea and 
studies on language contact between English and Korean (e.g., Baik, 1992, 1993; 
K-W Cha, 1987; OR Kwon, 1990; Y. Moon, 1976; Y-S Pae, 1967; B-K Park, 1974; N-S 
Park, 1992; Shim, 1994b) designate this period as the first phase of foreign 
language education in Korea, when the English language was introduced to 
the people on the Korean peninsula. For centuries beginning with the Three 
States Period (1 century BC - AD 7 century), the only diplomatic ties that Korea 
had were with China and rather insignificantly with Japan. There was 
awareness of the existence of foreign western cultures through reports of the 
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Portuguese missionaries and Dutch traders in Japan beginning in the 14th 
century AD (Umegaki, 1978, cited in Stanlaw, 1992), and reports of the British 
trading post being set up in Guangzhou, China in 1664 (Cheng, 1992). However, 
Koreans shared the Chinese evaluation of westerners as "foreign devils" and 
refused to have direct contact with the "barbaric, white skinned, and long 
nosed" people of the west. 
Thus when the Korean government signed a treaty of amity with the 
United States and Great Britain in 1882 and 1883 respectively, it was only with 
great reluctance and probably with the strategic belief that the best way to 
win the enemy is to know the enemy. This was the first time when a need arose 
for a select number of government officials to speak English. The first English 
language school, the Interpreter's School (Dongmoonhak), dates back to 1883, 
when it was founded by a German, Paul Georg von Mollendorf, under the 
auspices of the Korean government for the purpose of teaching English to 
government officials who needed to deal with the foreigners directly. At this 
time, the rest of the Koreans did not have any reason to learn English since 
they did not come into direct contact with any westerners. 
Dongmoonhak was succeeded by the Royal Academy (Yukyoungkongwon) 
in 1886 in which English education was the most emphasized, and where a 
number of native speakers of English (American teachers) were invited to 
teach the English language and western knowledge (such as geography, world 
history, and western science1). However, access to education at the Royal 
1
 Park ([1979], 1990, 1993) points out that many Koreans use the term 
'science' to refer to the scientific knowledge that came in from the West 
when in fact, there had already been distinctive developments in science 
within Korea long before the contact between Korea and the Western world 
began. 
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Academy was limited to the very few children of the royalty. Thus, several 
modern schools were established by American missionaries alongside the 
Royal Academy. These schools were partially supported by the Korean 
government, and by 1894, the major results of the founding of such private 
missionary schools were that western education was made available to more 
people who could afford it, and that the government adopted the western 
education system for the Royal Academy. In 1895, the Korean government 
established the School for Foreign Languages, in which the English School 
(Yong'ohakyo) was a major department. The instructors at the School for 
Foreign Languages, Ewha, Kyungsin, and Paejae School that was founded by 
Henry Appenzeller of the American Northern Methodist Church, were mostly 
Americans who used English as the medium of instruction. Therefore, these 
schools were the primary agents for English language education in Korea, 
albeit to a selected few intellectuals, until the colonization of Korea by Japan 
in 1910. 
4.2. During the Japanese Colonial Period (1910-1945) 
Phase Two: Repression 
During the Japanese colonial rule, Japanese became the only official 
language. Japanese was the only language that teachers could use in schools, 
and students were penalized for speaking Korean. Therefore, the teaching of 
both English and Korean was restricted while the learning and teaching of 
Japanese was forced upon Koreans. Y. Moon (1976: 222) notes that the teaching 
of foreign languages during the Japanese colonial period could only be done 
under severely restricted circumstances, and hence the characterization of 
this period as the period of repression. 
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Concerning English language education, English was only allowed as an 
elective subject in the boys' high schools and was totally prohibited in all 
girls' schools at the beginning of the Japanese colonial rule in Korea. Then 
during the era of "cultural policy" following the March 1 Independence 
Movement in 1919, English language instruction was allowed as an elective in 
girls' high schools and taught as a mandatory subject in boys' high schools. It 
goes without saying that all instructions were carried out only in Japanese. 
Very few Americans were allowed to remain in their posts at Ehwa, Yon-Jeon, 
or the Kyung-Sung Imperial University, the predecessors of Ehwa Women's 
University, Yonsei University, and the Seoul National University respectively 
(K-W Cha, 1987). 
However, even this restricted amount of English language teaching was 
abolished altogether after the Japanese attack on Pearl Harbor in July, 1941. 
Long before that, the School for Foreign Languages had been closed down. 
With the beginning of World War II, the Japanese administrators of the 
Korean universities expelled all the Americans from the faculty. 
Nevertheless, the influence of the English language during this period 
cannot be ignored. In 1924, English was included as one of the subjects in the 
entrance examination for the Kyung-Sung Imperial University, and the 
educational institutions in which "foreign languages, especially English, were 
taught in secondary schools mostly to prepare for the college entrance 
examination" (N-S Park, 1992: 150) played a significant role in spreading 
English loanwords into the Korean lexicon. Moreover, the Japanese language 
had already been in contact with the English language for some time (dating 
back to AD 14 century), thus indirect contact with the English language via 
the English loanwords in Japanese was inevitable. 
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Describing this period as the second phase of the spread of English in 
Korea, Y-S Pae (1967) asserts that this phase can be characterized by the 
infusion of scientific terms, everyday household terms, terms describing 
western life-style, sports terms, and technical terms. In terms of teaching 
methodology, the grammar-translation method thrived beginning from this 
period, and N-S Park (1992: 151) states that this was the origin of "the time-
honored tradition of the grammar-translation method in the Korean foreign 
language classroom.' 
4.3. U.N. Military Governing Commission and the Korean War (1945-1953) 
Phase Three: Differentiation 
Toward the end of World War II in 1945, the Allied Nations decided that the 
3 8° N. parallel would serve as the temporary line above which the Soviet 
Forces would act as the United Nations Military Governing Commission and 
oversee the disarmament of the Japanese military. Below the 38° N. parallel, 
the American Forces were given the same responsibility for disarming the 
Japanese troops. Therefore, in the northern territory of Korea, there was 
virtually no contact with the English language because it was the Russians 
that supervised the political and military affairs above the 38° N. parallel. 
Most of the personnel in the Soviet Union Forces spoke Russian, and since 
they were responsible for the transition of governments from the United 
Nations Military Governing Commission to the newly formed government of 
the Democratic People's Republic of Korea (DPRK), there was a considerable 
amount of contact with Russian. Kim II Sung, the first leader of the North 
Korean government was rather fluent in Russian because he "had contact 
with and training by the Soviets." (Cumings, 1981: 400) Others who did not 
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speak Russian had to learn it in order to communicate with the Soviet military 
officers. Therefore, the Russian language gained the greatest prestige as a 
foreign language in North Korea while the status of English remained that of 
the language of the enemy, just as it was toward the end of the Japanese 
colonial period. 
On the other hand, in South Korea, the American Forces acted as the 
overseer to the establishment of the government of the Republic of Korea 
(ROK). It was in this process that English became the language of power; it was 
the language of the liberators. English was spoken not only by the American 
soldiers, but also by all the significant leaders of the first South Korean 
government. In contrast to Kim II Sung who was trained in Russia,2 the first 
president of South Korea, Dr. Syngman Rhee, was a graduate of Harvard (M.A. 
1908) and Princeton (Ph.D. 1910), and he had lived in the United States for 
more than three decades before he returned to Korea in 1945 (Cumings, 1981: 
189-190). As N-S Park (1992: 151) notes, "Americans and their Korean 
appointees occupied all positions of importance in the country, including all 
major government posts." 
Thus the English language became the language of the ruling class in 
South Korea. Moreover, it became almost impossible to maintain any 
meaningful communication with the government unless one spoke English 
because many of the government offices, even those that needed direct contact 
with the common Koreans were filled by Americans. This situation inevitably 
2
 Kim II Sung was married to Kim Chong-suk during his five year stay (1941-
1945) in the Soviet Union. On February 16, 1942, a son, Kim Jong II was bom 
who was also given a Russian name, Yura (D-S Suh, 1988: 50-51). This son 
succeeded his father as president of North Korea in July, 1994. 
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promoted the prestigious status of English in South Korea and the 
consequences were that American ideologies, values and culture, as well as the 
language itself, were portrayed as being superior to those of Korea. N-S Park 
(1992: 151) goes as far as saying that "English was nothing less than a key to 
Korea's very survival as a nation." 
In this divided situation on the Korean peninsula during the period of the 
United Nations Military Governing Commission, language rivalry between 
Russian and English was actually the least significant of the problems. Direct 
confrontations between the North Korean leaders and the South Korean 
leaders began as soon as the United Nations adopted the proposal of the United 
States for a nationwide referendum for the election of the members of the 
national assembly for unified Korea on November 14, 1947.3 Subsequently, the 
United Nations Temporary Commission on Korea was created consisting of 
eight nations (Australia, Canada, Republic of China, EI Salvador, France, India, 
the Philippines, and Syria).4 
To the North Korean leaders, this proposal did not make any sense because 
the proportion5 of the population was much greater in South Korea than it was 
3
 For a general history of Korea in English, see W-K Han (1971), KB Lee 
(1984), Nahm (1988), and Oliver (1993) among others. 
4
 The Ukranian Republic refused membership in this commission. (Oliver, 
1993: 200) 
5
 The World Development Report (1982, 1987) by World Bank show that the 
proportion of population in North and South Korea right after the end of 
World War II (1946) was 1: 2.1 (9.3 million in North Korea and 19.4 million 
in South Korea). Other comparative statistics between North and South 
Korea for the last four decades can be found in B-L Kim (1992). 
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in North Korea. Thus the North Korean leaders announced their rejection of 
the "Korean Resolution" by the U.N. General Assembly. To this rejection, the 
American Military Government in South Korea announced, on March 1, 1948, 
that on May 10, the general elections would be held in South Korea, even 
without the participation of North Korea. On May 10, the U.N. sponsored 
general elections for the national assembly were held in South Korea. 
Subsequently, on June 20, Dr. Rhee was elected as the first president of South 
Korea and, on August 15, 1948, the government of the Republic of Korea was 
inaugurated, ending the allied occupation of South Korea. In North Korea, on 
the other hand, the Supreme People's Assembly, which was established on 
August 25, 1948, elected Kim II Sung as premier on September 3. On September 
9, the government of the Democratic People's Republic of Korea was 
inaugurated. 
The Korean War started on July 25, 1950. The significance of the Korean 
War was great, as all wars are, in practically all aspects of life and survival on 
the Korean peninsula. In this situation, the bases for the power of English in 
South Korea was maintained through the presence of the U.N. troops 
throughout the duration of the Korean War. Russian, on the other hand, lost its 
direct contact with the Korean people since the Soviets left the Korean 
peninsula on December 9, 1948, soon after the establishment of the North 
Korean government. 
In summary, the context of English language education started to drift 
apart in North and South Korea soon after the arrival of the Russian troops 
and the American troops on the Korean peninsula. In North Korea, the status 
of the English language and its education continued to decline while in South 
Korea, "the large American presence and constantly expanding Korean-
American exchanges resulted in a hefty infusion of American blood into 
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Korean English-language education" (N-S Park, 1992: 151). Therefore, the 
third phase of language contact between English and Korean may be described 
as the period of differentiation. 
This period of differentiation in the language contact situation of English 
and Korean, above and below the 38° N. parallel, continued for another decade 
after the end of the Korean War. While the economy of both North and South 
Korea were severely damaged due to the aftermath of the Korean War, North 
Korea depended on Russian aid for survival and South Korea held on to the 
United States for help. The continued differentiation of language contact 
situation in the two Koreas was further caused by the different political and 
economic development of the two countries. The political stability and initial 
success of industrialization in North Korea slackened the involvement of the 
Soviet Union in the affairs of North Korea. On the other hand, the politics of 
the South Korean government remained chaotic which, of course, further 
deterred economic development. The result was that the South Korean 
government had to continue its dependence on the United States for the basic 
necessities of its people. 
4.4. After the Korean War (1954-present) 
4.4.1. North Korea 
After the Korean War (1950-53) came to a close, there must have been a 
serious conflict in political ideology in North Korea concerning the teaching 
of English which was the language of the "American Imperialists," who were 
just as bad as, or even worse than, the "Japanese Imperialists." North Korea 
abolished all teaching of Japanese and English, and further implemented a 
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nationwide campaign for the purification of the national language, Korean.6 
All remnants of the Japanese colonial rule were wiped out from the language, 
and all traces of western influences, especially capitalistic ones, were rooted 
out from everyday expressions. Thus, neither Japanese nor English had any 
visibility in North Korea. In fact, these two language were considered the 
languages of the imperialistic enemies. 
In contrast, the close ties between the Soviet Union and North Korea were 
reinforced during the first decade of this period and, therefore, Russian was 
the only foreign language taught in North Korea. In the mid sixties, however, 
North Korea tried to break away from their over-dependence on the Soviet 
Union. There were three major reasons for this change in political policy: 
First, to establish the Juche1 ideology; second, to take a neutral stand in the 
Sino-Soviet dispute over the border; and third, to actively participate in the 
Non-Alignment movement in the Third World. This resulted in a major change 
in the foreign language education policy of North Korea, and it was at this 
time that the period of differentiation ended for the language contact situation 
between English and Korean in North Korea. 
6
 Discussions on the language policies of North Korea can be found in S-T 
Chun (1992), C-W Kim (1978a and b, 1992, in press), MS Kim (1972, [1985], 
1989), Y-K Koh (1989), Kumatani (1990), and J-K Shim (1988). 
7
 Translated as the North Korean concept of self-reliance, the Juche ideology 
emphasizes a systematic process of independence, self-sustenance and self-
defense. For detailed discussions on the Juche ideology, refer to B-C Koh 
(1990), and D-S Sub (1988: 301-313). Also see Lesson 13, Volume 6 of North 
Korean English textbooks in Appendix A. 
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Phase Four: Recognition 
In 1964, English was brought into the picture of foreign language 
education of college level in North Korea, and was given the status of the first 
foreign language together with Russian (C-W Kim, 1978a and b; H-C Kim, 
1990b). Beginning from the mid seventies, English was taught in secondary 
school education as the first foreign language. One of the most important 
reasons for this change in foreign language emphasis from Russian only to 
Russian and English was the recognition that English could be used as one of 
the most powerful tools for the propagation of the Korean communist ideology, 
i.e., the Juche idea, to the rest of the world, especially to the Third World 
(Ryang, 1993). 
A crucial point to be noted concerning the English language education in 
North Korea is that its practice was legitimized only within the general "Thesis 
on Socialist Education" proclaimed in 1977 (quoted in Nahm, 1988: 403; also in 
Y-L Moon, 1990): 
We have to inculcate in our future generation the absolute authority 
of the leader, the indisputable thoughts and instructions of the 
leader so that they may accept them as faith and the law of the land. 
we must cultivate them as infinitely loyal and self-reliant 
Communist revolutionaries who will forge ahead with no 
reservations and give everything for the leader in full 
demonstration of ultimate readiness for devotion and sacrifice. 
Specifically, Kim II Sung himself declared the duties of the teachers in the 
classrooms as follows (quoted in Nahm, 1988: 339): 
Our Party ... entrusts the people's teachers with the honorable task 
of educating the younger generations ... to make them the builders 
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of a developed Socialism Communism. The Party arms the teachers 
with the ideology of Marxism-Leninism and cultivates in them an 
uncompromising spirit against the reactionary thought of the 
bourgeois ... it is the first function of teachers to educate youths to 
be Red warriors. 
It is not surprising that the North Korean government only permitted 
government published materials to be used in the classroom across all levels of 
the school curricula. 
Thus it should be pointed out that English language education in North 
Korea had very little relevance to the hegemony of English in the rest of the 
world, except perhaps the fact that English was recognized as the most 
important foreign language. This period of recognition continues until the 
mid eighties when the recognition of the importance of the English language 
results in the expansion of English language education in North Korea. 
Phase Five: Expansion 
H-C Kim (1990b: 276) notes that since the year of 1980, the English language 
became one of the most popular foreign languages taught in North Korea. In 
1985, English language teaching was expanded to the fourth grade. Perhaps 
reflecting the popularity of the English language, possibly due to the failure 
of the Soviet Union and China in providing the international solidarity that 
North Korea needed, and probably from the realization that it is no longer 
possible to survive without communicating with the English-speaking world, 
the North Korean government recently authorized the broadcasting of English 
language teaching on their national TV network. According to a report on 
February 5, 1993. by the Naewoe News, a South Korean government 
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organization that monitors news networks of North Korea, these TV lessons 
began on February 1, 1993. Considering the fact that the Soviet communist 
block deteriorated rather quickly in the late eighties and finally collapsed in 
1992, North Korea was certainly left without any other choice but to arm its 
people with the language that was possibly their only ticket to surviving as 
the only viable communist nation in the world. 
1994 has been a truly eventful year for North Korea. The North Korean 
government has threatened the world by asserting their willingness to start 
another war, and possibly a nuclear war, in the Korean peninsula. They have 
also showed eagerness to open up to the rest of the world and maintain peace. 
With the demise of their leader of half a century, Kim II Sung, on July 8, 1994, 
the future of North Korea is rather unclear. But with the opening of a new 
era8 in which North Korea will probably establish full diplomatic ties with the 
United States and subsequently with other Western countries, the prospectus 
for future language contact between English and Korean in the upper half of 
the Korean peninsula remains to be seen. 
4.4.2. South Korea 
When the Korean War ended in South Korea, English language learning 
and teaching became even more popular as South Korea's political and 
economic dependence on the United States kept increasing. But until the mid 
sixties, there were no solid educational bases for the teaching of English to the 
8
 On August 13, 1994, it was announced that the DPRK and the US had agreed 
to establish Diplomatic Representations in each other's capital, Pyongyang 
and Washington, DC. 
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people of Korea. English language education was mostly carried out by U.S. 
military personnel who volunteered as part-time teachers, not only in formal 
settings (i.e., in the schools) but more so in informal settings (i.e., on the 
streets). As Y-S Pae (1967: 4) notes, "it was not school English but G.I. terms and 
Western jargon which made their mark upon the Korean language." And the 
result was the creation of "Bamboo English," a pidginized form of Korean 
English (Algeo, 1960; S-S Lee and McArthur, 1992; Miller, 1967; Piatt and Weber, 
1992; Shim, 1994b; Stanlaw and McArthur, 1992). 
Another point to be noted for the period of differentiation in South Korea is 
that the linguistic influences from Japanese remained very strong. Although 
the Japanese colonialists were chased from the country, the Korean rulers that 
took over the government were mostly educated in Japan or in the Japanese 
language. Instead of leaving the Koreans to purge out the legacies of Japanese 
colonial rule, the Americans who were in charge of the political affairs 
during this period collaborated with these Japanese trained government 
officials to rule over South Korea. Without a nationwide language reform 
policy, and without any cleansing of the pro-Japanese bureaucracy in South 
Korea, several Korean linguists (e.g., O-T Lee 1989, 1992; J-K Shim 1982, 1985, 
1989) agree that the Japanese language left a rather permanent impression in 
the Korean language used in South Korea. 
Phase Four: Dispersion 
The situation of English language education in South Korea began to 
change in the early 1960s when the South Korean Ministry of Education lay 
the groundwork for English language education in the public school systems. 
A large number of Koreans were able to obtain the Fulbright-Hays fellowships 
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and the East-West Center fellowships to receive specialized training in applied 
linguistics or teaching English as a second/foreign language (K-W Cha, 1987; 
Y. Moon, 1976). Therefore, N-S Park (1992) notes that hundreds of scholars who 
returned to South Korea after studying in Britain and the United States led the 
nation in English language education, and this trend still continues today. 
Thus the mid 1960s marks the beginning of the period of the dispersion of 
the English language in South Korea which led to the accumulation of 
linguistic power by English. The power of English in South Korea was 
maintained through the education system where English was taught as a 
mandatory subject in all middle schools and high schools (grade 7-12) and the 
first year of college. 
During this period, the South Korean government considered it necessary 
to regulate and standardize English education across the school curricula and, 
therefore, authorized only one set of textbooks to be used in the schools. Brown 
(1990: 58) notes that the necessity for the adoption of a single kind of English 
textbook, especially for middle-school levels, stemmed from the principle that 
every student should receive "the same exposure" to one variety of English, so 
that no student would have any advantage or disadvantage on the high-school 
entrance examination. S-H Lee (1989: 7-8) reports that under the policy of 
single-book authorization by the South Korean Ministry of Education, the 
series of six textbooks written by professor H-K Kim of the Seoul National 
University were used between 1980 and 1984, and the three-level textbooks 
written by K-S Na of Yonsei University were used between 1985 and 1988. 
In terms of the methodology for teaching, it was basically centered around 
the grammar-translation method which was perhaps best suited for the 
preparation of college and high-school entrance examinations. The 
consequences of the grammar-translation method of teaching English in 
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South Korea were noted by several researchers. For example, Y-S Pae (1980) 
asserts that only a few Korean college students, who had supposedly studied 
English for more than 10 years, were able to respond to simple questions such 
as "Where were you bom?" or make simple statements such as "I cannot speak 
English very well." Through an analysis of English language textbooks used in 
the middle-school curriculum, K-W Cha (1987) basically re-emphasizes the 
findings of Y-S Pae (ibid). S-H Lee (1989) further points out that even though 
the textbooks claim to include communicative activities, these activities are 
only designed as controlled drills. 
In summary, the period of around twenty years from the sixties to the 
eighties in South Korea is a period of the dispersion of English through the 
public education system. Although the dispersion itself may not have gone 
beyond the learning of vocabulary and some specific grammatical facts, such 
a dispersion of the English language among the general population is 
significant because it provided the basis for the hegemony of English. English 
was the only foreign language tested in the high-school entrance 
examinations. Therefore, English was the only foreign language that was 
taught in the middle schools. In addition, English was the most important 
foreign language tested in college entrance examinations, and therefore the 
high-school curricula devoted much more time to teaching English than any 
other foreign language. The encouragement to increase motivation for 
English language learning also came in the form of numerous English 
language proficiency and speech competitions around the nation. 
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Phase Five: Hegemony 
The status of English as a foreign language in South Korea starts to change 
in remarkable ways in the mid 1980's. Baik (1992) and Shim (1994b) note that 
the hosting of the 1986 Asian Games and the 1988 Olympic Games in South 
Korea marks an important turning point for the English language to gain a 
wider domain of functions and hegemony that reached far beyond the 
intellectuals and corporate businessmen to the general population. In this 
regard, N-S Park (1992: 152) asserts that while English essentially remained 
the language of the Americans and the British before this period, English is 
now viewed more as an international language. 
Reflecting this change in the role of the English language, N-S Kim (1987: 
31) observes that the Ministry of Education included the development of 
communicative skills as the important objective of English language 
education. The common objectives for the English language education of 
middle school students in South Korea as expressed in the Middle School 
Curricular. published by the Ministry of Education in 1987 are, to teach the 
importance of English as an international language; to learn to understand 
and use basic everyday English, and to understand the culture of other 
nations. With this change in the objectives of English language education, the 
policy for English textbook changed from the process of authorization of a 
single type of textbook to the approval of five types of textbooks to be used in 
grades 7 and 8. For grade 9 students, however, Brown (1990: 58) reports that 
"all schools nationwide use the same book in preparation for high-school 
entrance examinations ' Thus it is not surprising that the same objectives are 
unanimously echoed in the five kinds of middle-school English textbooks that 
were approved by the government in 1988. 
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This year (1994) the government has conducted another process of 
selecting textbooks for the middle schools (grades 7, 8, and 9) in eleven subject 
areas including English language. Among 40 kinds of textbooks that were 
submitted, eight of them were approved. These textbooks will be distributed 
beginning next year (1995) to students starting middle school education (i.e., 
grade 7 students). In three years the new textbooks will be used at all levels of 
middle school education. 
In addition to the middle-school and high-school English language 
education, basic English conversational skills were included in the upper 
elementary school education (grades 4-6), starting this year (1994). Perhaps, 
this policy is the result of misunderstanding the critical period for language 
acquisition. While it may be true that the biological language learning faculty 
of humans are subject to the critical period or the sensitive period (Shim, 
1994a), N-K Park (1992: 164) is correct in saying that age is just one of the 
many variables that needs to be considered in a foreign language education 
policy. In the absence of adequately trained teachers, the simple inclusion of 
English in the elementary-school curriculum will not ensure that students 
actually benefit from such early exposure. 
One important point to be noted in the education system of South Korea is 
that everything is centered around the college entrance examination. Thus it 
is noteworthy that in the most recently revised high-school and college 
entrance examinations, English is the most important subject next to Korean 
language. The recent modification of the scholastic aptitude examination for 
college entrance includes Verbal (30%), Analytical (50%), and Foreign 
language (20%) sections, of which the verbal section tests Korean language 
proficiency, the analytical section tests proficiency in Mathematics, Natural 
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Sciences, and Social Sciences, and the foreign language section tests only 
English proficiency. 
Beyond the regular educational systems of South Korea, the media provides 
a variety of English language teaching programs. First the print media caters 
to the need of the English learners by publishing various readers' guides to 
popular magazines such as Times and Newsweek. The Korean television and 
radio companies also play an important role, not only in broadcasting English 
teaching programs, but also in airing English language programs with the 
option of hearing either a Korean dubbed version or the original English 
version. In addition to the Korean media, Shim (1994b) asserts that the 
American Forces Korean Network has played a significant role in providing 
an important source of direct contact with English. 
Above everything else, the power of English is felt through the foreign-
language proficiency tests that are required as part of employment 
examinations and evaluations for promotions and pay raises in all types of 
corporate and government jobs in South Korea (N-S Park, 1992: 157). The heart 
of the matter is that English (together with Japanese, but ranking far above 
Japanese) is an essential key to a successful life in Korea. 
Presently, English is not only learnt out of necessity, but simply as a 
leisure activity. As N-S Park (ibid: 169) observes, it has become "hobby ... 
spreading all across Korea, especially among middle-class housewives and 
well-to-do retirees." This phenomenon would not have occurred if it were not 
for the prestige and power that English has accumulated over the past few 
decades. Some of the consequences that Shim (1994b) notes are that English 
teaching in private institutions has become a lucrative business in South 
Korea; and that it is no longer surprising to hear English-Korean code-mixed 
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utterances by the younger generation of Koreans and by the celebrities on 
T.V., and radio programs and commercials. 
4.5. Significance of the English Language Classroom 
In the discussions presented so far, I have described the socio-historical 
context of English language education in the two Koreas. The conclusion that 
can be reached from this discussion is that, Phillipson (1993: 66-67) certainly 
seems to be on the right track in criticizing the non-political aims of English 
language teaching. Although he was probably inaccurate in putting the major 
portion of the blame on the British Council (especially in the context of North 
and South Korea), his assertions concerning the non-political means of 
English education to achieve political goals is noteworthy since it is through 
education that one learns of the "social, political, and economic realities" of 
society and in both North Korea and South Korea, education is heavily 
controlled by the state. Within this perspective , the next question that needs 
to be answered concerns the context of situation for the teaching and learning 
of English through the government authorized/approved textbooks in the 
classroom. 
In the North, the political objectives of English language teaching have 
been overtly stated. All education must serve the interest of the socialist 
revolution. The authority of the textbook is absolute since it is the government 
that has authorized the contents of the textbooks as legitimate. The authority of 
the teacher is just as absolute as the contents of the textbook so long as the 
teachers follows the guidelines provided by the state. Thus the field, tenor and 
mode questions of the North Korean context of situation for the use of the 
textbooks in English language education may be summarized as follows: 
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• Field: Transmission of socialist and communist ideologies; cultivation 
of absolute faith in the political leader. 
• Tenor: Teacher as absolute authority on what to learn from the 
textbook; students are in the passive position of absorbing the 
teachings, never in an active position to question the 
truthfulness of the teacher. 
• Mode: The role of language manifests itself through the reading 
material of the textbooks; the content of the text is more 
important than the form of the text; the contents of the text 
perform the function of reinforcing communist ideologies. 
In South Korea, the objectives of English language education have been 
stated to be: learning the importance of English as an international language; 
understanding and using basic everyday English, and understanding the 
culture of other nations. However, it is possible that these overtly stated 
objectives are not realized in the classroom because the current textbooks and 
college entrance examination questions do not adequately reflect such 
objectives, no matter what the textbook authors may claim. 
Of particular significance is the fact that high-school and college entrance 
is almost a matter of life and death for middle-school and high-school students 
in South Korea. Each year, at least a dozen students commit suicide during their 
senior years of middle-school and high-school because of depression resulting 
from unsatisfactory grades. Within such a social and educational atmosphere, 
it is imperative for most students to follow the guidelines provided by the 
schools in their preparation for the entrances examinations. Without being 
told to believe what they are taught, the students know that they need to 
absorb the contents of the textbook without any reservation in order to pass 
the entrance examinations. Thus the field, tenor and mode of the South Korean 
138 
context of situation for the use of the English language textbooks are 
summarized as follows: 
• Field: Primarily learning the strategies to answer examination 
questions on English; secondarily learning the importance of the 
English language; and learning to use the English language; 
learning about other culture through the English language. 
• Tenor: Teachers as absolute authority on what to learn from the 
textbooks; students are in the passive position of absorbing the 
teachings, never in an active position to question the 
truthfulness of the teacher. 
• Mode: The role of language manifest itself through the reading 
material of the textbooks; the formal features of the text are 
learned so as to find answers in examination questions; the truth 
value of the contents of the text is irrelevant since the contents 
only serve as the medium through which the formal features of 
language can be learned. 
It is interesting to note that although the field of the English language 
teaching and learning contexts in the two Korea are apparently different, the 
tenor of the contexts are identical. Moreover, the modes of the contexts are set 
up in such a way that the contents of the reading material are never contested 
in either country. Since the political and social systems of the two Koreas are 
vastly conflicting, it is only natural to expect that the representation of 
societal values and ideologies and the portrayal of English speaking cultures 
will be very different in the English textbooks of North and South Korea. This 
point will be further investigated in the next chapter. 
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CHAPTER 5 
TEXTBOOKS AS LINGUISTIC TOOLS OF IDEOLOGY AND POWER 
5.1. Micro-analysis 
As described in Chapter 3, the micro-analysis of the textbooks entails a 
careful reading of the prepositional content of each and every phrase, clause 
and sentence in the reading texts, in addition to the topical analysis and 
thematic analysis of the reading materials. The results of the micro-analysis 
for each individual level of textbook are given in Appendix B and D, and the 
combined results of the analysis of textbooks for North Korea and South Korea 
are presented in the following two sections. 
5.1.1. North Korea 
TABLE 1. Topical Analysis of North Korean Textbooks 
CAPITALIST SOCIETY (in all three volumes) 
FICTION (in all three volumes) 
FOREIGN FICTION (in V5 and V6) 
FOREIGN HISTORY (in V4) 
LIFE IN NORTH KOREA (in all three volumes) 
POLITICAL PROPAGANDA (in V5 and V6) 
RELATIONSHIP WITH FOREIGN COUNTRIES (in V4) 
SCIENCE (in all three volumes) 
Total 22526 100.00 



















As shown above, the combined results of the topical analysis of the three 
North Korean textbooks, English for Senior Middle School. Volumes 4, 5 and 6 
(referred to as V4, V5, and V6 in the list above) reveal eight kinds of topics that 
were mentioned in the textbooks. 
Next, the thematic analysis of the North Korean textbooks shows seventeen 
ideological themes and seven ideologically-neutral themes: 
TABLE 2. Thematic Analysis of North Korean Textbooks 
1. IDEOLOGICAL THEMES 
COOPERATION (in all three volumes) 
COURAGE (in V6) 
DILIGENCE (in V4 and V5) 
HELPING (in V4) 
IDOLIZATION (in V5 and V6) 
INJUSTICE (in all three volumes) 
LANGUAGE LEARNING (in V4) 
LEISURE (in V4) 
NATURE (in V4) 
PATIENCE (in V6) 
POLITENESS (in V4) 
POOR=WISE (in all three volumes) 
PRIDE (in V4 and V6) 
REVOLUTION (in all three volumes) 
RICH=GREEDY(6) 
STRENGTH (in V4 and V6) 
WISDOM(5) 




































Total 15089 67.02 
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TABLE 2. -continued 
2. NEUTRAL THEMES 
DIRECTION (in V4) 
FARM (in V5) 
SCHOOL (in V4) 
SCIENCE (in all three volumes) 
SHOPPING (in V4) 
TIME (in V4) 
OTHER (in all three volumes) 
















Total 7428 32.98 
GRAND TOTAL (OFTHEMES) 22526 100.00 
As can be noted from the above summary of results, two-thirds of the reading 
material contains ideological themes that are self-evident in the texts while 
one-third of the text contains reading texts without specifically ideological 
themes . 
Finally, the content analysis shows descriptions of ten aspects of the life of 
North Korea, comprising 9.02 percent of the total contents; emphasis on 
fifteen types of social values, comprising 40.85 percent of the total contents; a 
significant stress on learning technology and science through English in 
21.02 percent of the total contents; illustrations of several aspects of life in 
capitalist societies that make up 16.19 percent of the total contents; and 12.91 
percent of the contents that cannot be put into any of the four categories. The 
specific number of words for each content and its proportion in relation to the 
total number of words in the textbooks is give in the following list: 
TABLE 3. Contents Analysis of North Korean Textbooks 
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1. LIFE IN NORTH KOREA 
FAMILY (in V4) 
FARM (in V5) 
LEISURE (in V4 and V5) 
LIBRARY (in V4) 
PERSONAL (in V4 and V6) 
SCHOOL (in all three volumes) 
SHOPPING (in V4) 
TIME (in V4) 
TOWN (in V4) 



























COOPERATION (in all three volumes) 
DILIGENCE (in V4 and V5) 
HELPING OTHERS (in V4) 
IDOLIZATION (in all three volumes) 
IMPORTANT DAYS (in V4) 
LANGUAGE LEARNING (in V4) 
PATIENCE (in V6) 
POLITENESS (in V4) 
POLITICAL PROPAGANDA (in V5 and V6) 
POOR=WISE (in all three volumes) 
PRIDE (in V4 and V6) 
REVOLUTION (in V4 and V5) 
RICH=GREEDY (in V6) 
STRENGTH (in V4 and V6) 
WISDOM (in V5) 








































TABLE 3. -continued 
3. SCIENCE (in all three volumes) 
4. CAPITALIST SOCIETY (in all three volumes) 
5. OTHERS (in all three volumes) 
GRAND TOTAL (OF CONTENTS) 22526 100.00 
Thus the salient points from the analysis of the North Korean textbooks are 
summarized as follows: 
• Description of school life, emphasis on COOPERATION and the WISDOM 
OF POOR people, the stress on English as the medium of technology 
and SCIENCE, and descriptions of life in CAPITALIST SOCIETIES are 
recurrent at every level of the textbooks. 
• Contents emphasizing the value of DILIGENCE and the WISDOM OF POOR 
people are the only two types of ideological content that comprise 
more than 5 percent of the total contents as single categories. There 
are two other types of social value that appear in more than 3 
percent of the text: WISDOM and COOPERATION. Taken together, these 
four values make up 26.37 percent of the total text. They are repeated 
in the following list in the order of proportion: 
CATEGORIES # OF WORDS PERCENT 
POOR=WISE (in all three volumes) 
DILIGENCE (in V4 and V5) 
WISDOM (in V5) 
COOPERATION (in all three volumes) 










It is thus apparent that the North Korean socialist education considers 
COOPERATION, DILIGENCE and WISDOM as very important social/human 
characteristics that need to be taught to the younger generation. Of particular 
interest is the emphasis on the WISDOM OF THE POOR people in opposition to the 
foolishness of the rich people (see Lesson 15 and Additional Reading 5 of 
Volume 4; Additional Readings 2 and 3 of Volume 5; and Additional Reading 3 of 
Volume 6). 
Another point of interest is that the role of the English language as the 
medium of technology and SCIENCE is rather strongly emphasized by taking up 
21.02 percent of the total text as a single category and also by recurring in 
every level of the textbooks. It should also be noted that the descriptions of the 
Earth, the Solar system, and electricity are the recurrent topics within this 
category (see Lesson 8 and Additional Reading 7 of Volume 4; Additional 
Reading 5 and 6 of Volume 5; and Lesson 12 and Additional Reading 7 of Volume 
6). Since the information contained in these lessons are actually identical in 
some cases, it is unlikely that the scientific facts about the Earth, the Solar 
system and electricity are learned through these texts1. Therefore, the stress 
seems to be on the role of the English language in obtaining such scientific 
information rather than on the scientific information itself. 
Finally, the descriptions of life in CAPITALIST SOCIETIES comprises 16.19 
percent of the total text which is the second largest proportion as a single 
category. The lesson titles for the contents in this category are A Poor Little 
Girl. Poor Tom Died. The fcold and harsh! Climate in England, and Preparing 
1
 There is a possibility that one of the lessons in Volume 5, which was 
published in 1986, was later included in Volume 6 that was published in 
1990. Nevertheless, the overlap of information in other lessons still 
warrants this observation. 
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for a Demonstration (Lesson 6, 7, 12, and 13) in Volume 4; John Smith Has No 
Job (Lesson 7) in Volume 5; and Tom's father Hit His Master. One of Thousands 
[without jobsl. A Negro Woman. Galileo, and William Tell (Lesson 4, and 7, and 
Additional Readings 2, 8, and 11) in Volume 6. As can be noted from these titles 
all of the descriptions in this category portray only the negative and 
repressive aspects of capitalist countries and emphasize revolutionary 
activities as inevitable. 
5.1.2. South Korea 
The following results are obtained from the topical analysis of M i d d l e 
School English Book 2 and 3, and High School English Book I (referred to as B2, 
B3, and B4 in the list below) of the South Korean English textbooks that show 
ten general topics: 
TABLE 4. Topical Analysis of South Korean Textbooks 
# OF WORDS PERCENT 
DRILL (in B2 and B3) 3150 13.10 
•RELATIONSHIP WITH FOREIGN COUNTRIES (all three books) 2083 8.66 
•FICTION (in all three books) 1768 7.35 
•FOREIGN FICTION (in all three books) 4192 17.44 
•FOREIGN HISTORY (in B3 and B4) 2542 10.57 
•FOREIGN LIFE (in all three books) 2760 11.48 
HISTORY (in B4) 483 2.01 
LANGUAGE (in B2) 176 0.73 
•LIFE IN SOUTH KOREA (in all three books) 5005 20.82 
•SCIENCE (in B4) 1884 7.84 
Total 24043 100.00 
146 
As noted by the asterisk (•) in the above list, seven of the ten topics are 
similar to the topics encountered in the North Korean textbooks. The one topic 
in the North Korean textbooks that does not correspond to any topic in the 
South Korean textbook is the contents of POLITICAL PROPAGANDA, found in V5 
and V6, expressed in 501 words that comprises 2.22 percent of the total North 
Korean reading material. On the other hand, the three topics in the South 
Korean textbooks that do not correspond to any topic in the North Korean 
textbooks are the grammatical DRILLS, national HISTORY, and contents on the 
role of LANGUAGE. Although the topics on HISTORY and LANGUAGE make up an 
insignificant proportion of the whole text (2.74 percent), the DRILLS comprise 
a significant portion of the reading materials (13.10 percent as a single 
category). It should be noted that the DRILLS are not part of the exercises or 
activities that complement the readings, but are part of the preliminary 
reading material (see Appendix C). The significance of the DRILLS probably 
stems from the traditional methodology of teaching English in South Korea 
that emphasizes the learning of accurate grammatical points in preparation 
for entrance examinations. 
Next, the thematic analysis of the South Korean textbooks shows twenty-
five ideological themes and five ideologically-neutral themes, in contrast to 
seventeen ideological themes and seven ideologically-neutral themes in the 
North Korean textbooks. However, the larger number of types in the 
ideological themes of the South Korean textbooks is rather misleading since 
the proportion of the texts that contain such overtly ideological themes in the 
South Korean textbooks is 54.69 percent while it is 67.02 percent in the North 
Korean texts. Therefore the twenty-five kinds of ideological themes are more 
thinly spread out in the South Korean texts. It is also notable that only six of 
the ideological thematic categories and just one of the ideologically-neutral 
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categories in the South Korean textbooks correspond to similar categories in 
the North Korean textbooks—these are marked with an asterisk in the 
following table: 
TABLE 5. Thematic Analysis of South Korean Textbooks 
1. IDEOLOGICAL THEMES 
ASPIRATION (in B3) 
•DILIGENCE (in B2) 
FAIRNESS (in B2) 
FOREIGN LIFE=FUN (in B4) 
FRIENDSHIP (in B4) 
HARMONY (in B4) 
•HELPING OTHERS (in B3) 
HEROISM (in B3 and B4) 
HONESTY(in B2) 
HOPE (in B4) 
HUMOR (in B4) 
INITIATIVE (in B2) 
•LANGUAGE LEARNING (in B2 and B3) 
LIFE=FUN (in B2) 
MANNERS/SCHOOL (in B2) 
MORALITY (in B3) 
MOTHER'S LOVE (in B2) 
OBEDIENCE (in B2) 
OBESITY (in B2) 
•PATIENCE (in B3 and B4) 
•PRIDE (in B2 and B4) 
SAFETY (in B3) 
SHARING (in B2) 
THRIFT (in B2) 





















































Total 13150 54.69 
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TABLE 5. -continued 
2. NEUTRAL THEMES 
CELEBRATION (in B2) 
HUMOR (in B2) 
LANGUAGE (in B2) 
•SCIENCE (in B4) 
OTHER (in all three books) 












Total 10893 45.31 
GRAND TOTAL (OF THEMES) 24043 100.00 
Finally, the content analysis of South Korean textbooks shows descriptions 
of four aspects of life in South Korea (ten in North Korea), comprising 3.17 
percent of the total contents (9.02 percent in North Korea); emphases on thirty 
types of social values (fifteen in North Korea), comprising 36.65 percent of the 
total contents (40.85 percent in North Korea); a significant stress on learning 
technology and science through English in 7.84 percent of the total contents 
(21.02 percent in North Korea); illustrations of several aspects of life in 
foreign societies that make up 31.24 percent of the total contents (16.19 
percent in North Korea); and 23.10 percent of the contents that could not be 
put into any of the four categories (12.91 percent in North Korea). The specific 
number of words for each content and its proportion in relation to the total 
number of words in the textbooks is given in the following table—the 
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categories marked with an asterisk correspond to a similar category in the 
North Korean textbooks: 
TABLE 6. Contents Analysis of South Korean Textbooks 
1. LIFE IN SOUTH KOREA 
•FAMILY (in B2 and B3) 
•PERSONAL (in B2) 
•SCHOOL (in B2 and B3) 
TEACHER (in B2) 










Total JZ53_ _3_J2 
2. VALUES 
ABSENTMINDEDNESS (in B3) 
ASPIRATION (in B3) 
AUTHORITY (in B4) 
CIVICS (in B2) 
•DILIGENCE VS. LAZINESS (in B2 and B4) 
FAIRNESS/SPORTS (in B2) 
FITNESS VS. OBESITY (in B2) 
FRIENDSHIP (in B4) 
HARMONY (in B4) 
HAVING FUN (in B2) 
•HELPING OTHERS (in B2 and B3) 
HONESTY (in B2) 
HOPE (in B4) 




























TABLE 6. -continued 
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2. VALUES-continued 
INITIATIVE (in B2) 
•LANGUAGE LEARNING (in B2 and B3) 
LANGUAGE ROLE (in B2) 
MALE-SUPERIORITY (in B2 
MANNERS AT SCHOOL (in B2) 
MORALITY (in B3) 
OBEDIENCE (in B2 
•PATIENCE (in B3 and B4) 
•POLITENESS (in B2 and 83) 
POPULARITY (in B3) 
•PRIDE (in B2 and B4) 
SAFETY (in B2 and B3) 
THRIFT (in B2 
TIME (in B3) 
TRAVEL (in B2) 
WEALTH (in B3 and B4) 
•WISDOM (in B3) 
Total 8J3J 34.65 
3. ^FOREIGN LIFE (in all three books) ]5JJ 31.24 
4. •SCIENCE (in B4) 1&84 7 J 4 




































Thus the salient points from the analysis of the South Korean textbooks are 
summarized as follows: 
• The only two categories that are recurrent in the South Korean 
textbooks are contents on FOREIGN LIFE, and OTHER which consists of 
drills on grammatical points. 
• The ideological contents are so thinly spread out that the category of 
PRIDE is the only social value emphasized in the South Korean texts 
that comprises more than 3 percent of the total texts; and contents on 
science is the only other single category that comprises more than 5 
percent of the total text. 
Thus it is very clear that the South Korean policy on English education 
considers the life in foreign countries as the single most important topic that 
needs to be taught to the students. This can be seen as a direct reflection of one 
of the objective of English education put forth by the South Korean Ministry 
of Education, i.e., understanding the culture of other nations. 
In addition, the emphasis on grammatical drills as evidenced by the 
contents analysis also seems to fit the objectives of English education in South 
Korea, i.e., to learn to understand and use basic everyday English: The drills 
themselves comprise of basic patterns of English that can be useful if taught 
properly in terms of teaching the functions of these patterns and the social 
contexts of their use. However, the lack of cultural knowledge by the teachers 
who teach English in Korea, and the emphasis on answering grammar 
questions on entrance examinations probably resulted in a misuse of these 
drills as emphasis on grammar points (cf., N-S Park, 1992). 
Next, the emphasis on the role of English as the medium of science in the 
contents is partly a reflection of the objective to teach the importance of 
English as an international language. Additionally, regardless of the contents, 
the reading materials that indicate relationships between a Korean and a 
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foreigner as seen in the Topical Analysis (TABLE 4) is probably a reflection of 
the same objective. 
Finally, the point to be noted is that the ideological contents in the South 
Korean textbooks are more difficult to identify because of the lack of 
prominence. One exception seems to be that of national PRIDE that is 
emphasized in 4.20 percent of the total texts. 
The summary of the micro-analysis of the surface structure of the 
textbooks used in the two Koreas is presented in the following tables: 
TABLE 7. Comparison of Micro-analysis of North and South Korean Texts 








LIFE IN NORTH KOREA 
LIFE IN SOUTH KOREA 
NATIONAL HISTORY 
POLITICAL PROPAGANDA 





























TABLE 7. -continued 
B. Thematic Contents 
Categorical Description 
























































































B. Thematic Contents-continued 
Categorical Description 































C. Ideological Contents 
Categorical Description 
































































































































C. Ideological Contents-continued 
Categorical Description 
3. SCIENCE 
4. FOREIGN SOCIETY 
5. OTHERS 











In conclusion, the micro-analysis of the North Korean and South Korean 
textbooks presented in this section shows the proportions of the topics, themes 
and ideological contents in the respective texts. It is an analysis of the surface 
structures of the textbooks. The discussions on the specific mechanisms 
through which the ideological contents manifest specific power relations are 
presented in the following section of macro-analysis. 
5.2. Macro-analysis 
Before we proceed with the macro-analysis of the ideological contents in 
English textbooks of the two Koreas, there are a few points to be remembered 
concerning the nature of the power relations that may be found in any 
society. Wherever there is a relationship between the self and other, there is 
some kind of power relation that is established between the two entities. The 
significance of such power relation depends on the specific contexts of each 
moment, rather than on the dominance of one entity over the other. This is 
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the concern that Foucault asserts over and over again in his emphasis that the 
question that one needs to ask in studying the nature of power is not in WHO 
has the power, but in HOW the power relations are established (see Chapter 1). 
In relation to the question of HOW power relations manifest themselves 
through ideology and language, it should also be noted that the power relation 
of each specific moment can be positive, negative, or both at the same time. 
Thus as I embark on the presentation of the manners in which the ideological 
contents in the English textbooks of North and South Korea serve to sustain 
specific power relations within the respective countries, I would like to 
remind the reader that an attempt was made in this study to avoid looking for 
power relations that are either solely negative or solely positive. 
5.2.1. North Korea 
The contents that describe the life of North Korea portray the following 
image of North Koreans and their daily lives: 
• The concept of the extended family is accepted as natural in which 
grandparents and uncles and aunts are considered as part of the 
family even though they may not live in the same household. 
• The different lifestyles of a city dweller, a farmer, and a factory 
worker are all portrayed as equally satisfying through descriptions 
of different family members in each of these roles who are equally 
happy with their lives and equally proud of what they do. 
• Leisure time is spent on various kinds of sports such as football, 
volleyball, basketball, ping-pong, swimming, boating, skating, 
mountain climbing, camping, running, and cultural activities such 
as painting, shopping, going to cinemas, visiting the library, and 
traveling around the country to visit relatives. 
• Modes of transportation are described as buses and trains. 
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• Everybody gets up early in the morning, is in good health, is diligent 
at work or study, goes home for lunch, and goes to bed early. 
• Food is plentiful that allows three meals a day for everyone. 
• Housing is pleasant with apartments or houses, and with rivers, 
parks, flower gardens, and green mountains in the surrounding 
areas. 
• Clothing is plentiful with rain boots, warm scarves and stockings, 
and "smart school uniforms" for all students that are provided by the 
state each year. 
• The weather conditions are optimal with good climate all year round 
that can be described as fine, warm, and cool. 
• Relationships with foreigners are portrayed through the 
exportations of North Korean made machinery to foreign countries. 
As can be seen in the above list of characterizations of life in North Korea, 
there is not even a single element that is negative or unsatisfactory. 
Of course, the question still remains whether or not such portrayal is true 
and accurate. Considering that several foreign sources have testified to the 
dismal economic conditions and grueling poverty of the general public in 
North Korea, it seems fair to say that the kind of life described in the textbooks 
seems to be more of wishful thoughts rather than the reality. As Clark (ed., 
1991: 174) notes, on April 10, 1990, Radio Moscow has reported that: 
All North Koreans have been completely brainwashed to believe 
that they are the wealthiest and happiest people in the world. 
However, the North Korean people are actually suffering from 
poverty and exhaustion, and the people's hardships are growing 
worse day by day. 
However, it is also understandable why the textbooks would describe the 
wishful conditions of life in North Korea rather than the accurate 
representations of the current state of things. In order to maintain the social 
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order and ensure the people's continued support of the current regime, such 
EMBELLISHMENT OF REALITY is absolutely necessary. Nevertheless, one has 
to note that making people believe that they are happy is not repressive since 
there does not seem to be any involvement of relations of domination in this 
process. Instead, the society is portrayed to be free of all types of social class 
where everyone is described to be on an equal relationship regardless of 
profession. 
Thus, borrowing the terms used by Thompson (1984) and Eagleton (1991) 
that were discussed in Chapter 3, the EMBELLISHMENT OF REALITY as a modality of 
the operation of ideology has the effects of the LEGITIMATION OF THE 
CURRENT REGIME by promoting, naturalizing, and universalizing the belief 
that North Korea is paradise on earth while obscuring the true realities of the 
situations and meticulously excluding all types of descriptions that may give 
the slightest impression of the difficult conditions in North Korea. 
In stark contrast to the embellishment of reality within the country, 
descriptions of life in foreign capitalist countries found in the North Korean 
textbooks can be summarized as follows: 
• Poor children have nothing to eat, get sick and die of poverty, but 
the rich people neglect these poor children even when they have 
plenty to eat. 
• Racism prevails to the extent that the rich white people enslave the 
poor black people and refuse treatment when black people get sick. 
• Most people are poor because there are no jobs, and even when they 
are able to work, the profits are taken away by the rich people. 
• Powerful groups such as the nobility and the Church repress the 
peasants which results in a lot of injustice against the poor people. 
• In order to gain freedom and justice, poor people are in constant 
fights, demonstrations, and revolutions against the repression of the 
rich people. 
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• The weather conditions are bad, changeable, and awful that are 
described as expressions such as cold, winter, cold wind, heavy 
clouds, chilly, and heavy snow. 
As the above list of characterizations clearly shows, there does not seem to be a 
single element that is to be desired from the life of poor people in capitalist 
countries. Although it is also very clear that these characterizations do not 
give an entirely accurate representation of the capitalist societies, and some of 
the characterizations are downright lies, such DISTORTION OF REALITY 
outside of North Korea go hand in hand with the embellishments of reality 
within the country in providing a solid bases for unquestioned support of the 
North Korean government and its leaders. Thus this is further LEGITIMATION OF 
THE CURRENT REGIME through obscuring the social realities of the capitalist 
countries and systematically excluding all types of information about the 
capitalist countries that may show even the slightest indication that life in the 
capitalist countries can actually be nice. 
Turning to the fifteen social values that are promoted in North Korean 
textbooks as ideologically appropriate in North Korea, they are described as 
follows: 
• Cooperation: keeping the school clean; keeping the classroom in 
order; working together to plant trees, paint fences, trim and water 
trees, cut grass; working together to find solutions to problems; etc. 
• Diligence: studying hard; working hard to produce rich crop; getting 
up early before the sun rises; working until after the sun sets; 
exercising in the morning before going to school; keeping the 
environment clean; preserving for hard times; etc. In contrast, 
laziness is penalized by having no food to eat. 
• Helping others: giving street directions: helping to fix things; girls 
helping their mothers to prepare dinner for their fathers and 
cleaning the house, etc. 
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• Idolization of Kim II Sung and Kim Jong II: fatherly leader, dear 
leader, beloved leader, great leader, provider of warm care, respected 
father who is solely to thank for making North Korea a paradise on 
earth. 
• Important davs: birthdays of Kim II Sung and Kim Jong II; May day 
(labor day); National day (birthday of the DPRK); Worker's Party day 
(birthday of the North Korean socialist party). 
• Language: important as medium of communication, English spoken 
in America, Canada, and Australia; Japanese spoken in Japan. 
• Patience: not giving up until success is achieved. 
• Political Propaganda: support the Worker's Party and the Juche idea. 
• Pol i teness : asking for help, showing appreciation, exchanging 
congratulations and greetings, introductions, kindness, compassion, 
wishing success, etc. 
• Poor people's wisdom: outwits the greedy rich men and performs 
justice. 
• Pr ide: in the Juche idea, in machines made in factories, in the 
beautiful towns, the nation, in the nation's sportsmen with Olympic 
records, in the nation's capital city—Pyongyang. 
• Revolution: aims at overthrowing the greedy imperialists; the main 
purpose for learning English. 
• Rich and greedy people: foolish and eventually lose everything. 
• Strength: for labor and national defense. 
• Wisdom: used to find solutions in crisis. In contrast, foolishness 
results in embarrassment. 
Ideological education in North Korea has been defined as the primary tool 
in the process of making "Red warriors" out of their children. Reflecting this 
objective of education in North Korea, there has been no attempt to covertly 
disperse the above ideologies, that have no doubt been approved as appropriate 
as ideologies of young revolutionaries. In other words, the ideologies listed 
above are all very clearly described as such ideologies in the textbooks. 
In the manner of the operation of these ideologies, most of them are 
ENFORCEMENTS OF SOCIAL VALUES (e.g., cooperation, diligence, helping 
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others, learning English, patience, politeness, pride, revolution, strength, 
wisdom), mostly using the strategies of promoting, naturalizing and 
universalizing the desired beliefs, and the strategies of denigrating and 
excluding opposing or contrasting ways of thought (e.g., laziness, greediness, 
wealth, foolishness, lifestyle of capitalist imperialists). 
However, in addition to enforcing specific social values as desired 
ideologies of North Korea, these contents of the textbooks also reveal manners 
of LEGITIMATION OF THE CURRENT REGIME through idolization of Kim II 
Sung and his son, Kim Jong II, and political propaganda; and REIFICATION OF 
THE POLITICAL STATUS QUO by emphasizing important national holidays in 
North Korea. 
So far, the manners of the manifestations of ideology in the North Korean 
textbooks have been clearly overt rather than covert. This does not mean that 
there are no covert ways of the operation of ideology in North Korea. 
Specifically, three of them can be found, first in the description of sex roles, 
and second in describing the detailed characteristics of a diligent person, and 
third, in the emphasis of English as an important medium of obtaining 
scientific and technological information. 
The first covert operation of ideology concerns the ways in which women's 
and girls' roles are described in contrast to the men's and boys' roles. In spite 
of the fact that the North Korean communist ideology expressly supports the 
abolition of gender differentiations, there still seems to be a covert consent to 
the traditional relationships of domination of women by men. For example, the 
contents that emphasize the importance of helping others typically have the 
daughters helping their mothers in the housework, but the sons are never 
involved in household chores such as taking care of little children, cleaning, 
washing, or cooking. Moreover, the women and the girls are described as 
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preparing supper not just for themselves, but for the fathers, for whom they 
wait while keeping the food warm. Only when the father returns, the whole 
family can sit down and eat. 
The question that is sometimes raised against the above type of critical 
analysis that uncovers covert domination in texts is that, perhaps the contents 
described within the texts are simply a reflection of reality rather than an 
intention to create and/or maintain the repressive or dominant power 
relations. If one concentrates on just the descriptions of sex roles within the 
texts, the above question seems valid. However, if one looks at the totality of 
the texts, it is rather ironic that sex roles are the only type of social 
phenomena that bear any resemblance to the reality of the society while 
every other topic is either an embellishment or a distortion of reality. 
Of course, there is no specific mention in any of the texts that men are 
superior to women or that women should be submissive to men. Nevertheless, 
there is an unmistakable consent to the notion that the power relationship 
between men and women is such that women do things for men. Essentially, 
women are described as naturally taking the roles that serve men, while men, 
by virtue of being the fathers in the family are described as having the right 
to receive such service. Therefore, the descriptions of women's and girls' roles 
in the North Korean textbooks can be characterized as DISSIMULATION OF 
SEXUAL DOMINANCE by men, even though the surface ideology may seem to 
one that enforces specific social values such as cooperation and helping 
others. 
The second covert manifestation of ideology concerns the descriptions of 
diligence that are given in the North Korean textbooks. Specifically, a diligent 
person has to wake up very early in the morning, keep busy all day long, and 
work until the sun sets and it gets dark. This description of a diligent person 
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essentially defines diligence and sets behaviors that contradict the definition 
as laziness. Interestingly, such definition effectively eliminated mental labor 
as non-diligence. People who sit at desks doing creative activities such as 
writing, i.e., educated elites or intellectuals, are then denigrated as people who 
do not conform to the definition of diligence. In a way, then, this is a 
communist ideology that function as DISSIMULATION OF CLASS DOMINATION 
in which the physical laborers are more valued that the mental laborers. 
Finally the third covert operation of ideology is found in the emphasis on 
the role of English as a medium of scientific and technological information. 
While this may seem natural and true in practically every country around the 
world, regardless of membership to the Inner, Outer, or Expanding Circles of 
the English language, North Korea is one of the places on Earth that such 
assertion in not true. As Cumings (1990: 53) observes, there is virtually no 
direct contact between the people of North Korea and English speaking 
foreigners: 
It [North Korea] is among the world's most closed, impenetrable 
regimes, with a totally controlled press, sharp restrictions on 
travel in and out of the country. 
Thus it would be reasonable to conclude that all foreign materials that are 
imported into North Korea are inspected for ideological appropriateness 
before they are distributed among the public. Then, it is highly unlikely that 
North Koreans have the need to read and understand any information, 
scientific or otherwise, from English medium material. 
Thus the portrayal of the English language as the medium of science and 
technology in North Korea, is a hyperbole at best, and an unknowing consent 
to the hegemony of the English language at its worst. It is remarkable that 
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even in a country like North Korea where most English speaking people (e.g., 
Americans and British) are considered "capitalist imperialists" the language 
itself can still be revered as the channel for scientific and technological 
advancement. In this regard, the following excerpt from Kim II Sung's address 
(April 9, 1980, quoted in H-C Kim, 1990b: 275) to the educators of North Korea is 
a strong piece of evidence for the unwitting submission to the linguistic 
power of English: 
The intensification of foreign [English] language education bears 
great significance on the development of science and technology of 
the nation, (translated from original text in Korean) 
Thus the descriptions of the English language as the medium of science and 
technology in North Korea is essentially a DISSIMULATION OF THE 
HEGEMONY OF ENGLISH. It is interesting to note that such dissimulation is 
achieved through the enforcement of the social value concerning the 
learning of foreign languages for the development of North Korea. 
In conclusion, the macro-analysis of the specific manners of the 
manifestations of ideology in North Korean English textbooks has shown that 
there are several ways that ideological uses of language serve to maintain 
specific power relations among different societies and different social groups. 
But the point that also needs to be made in regard to these manifestations of 
ideology is that while some of them are overtly expressed, there are some 
which are hidden behind ideologies that may seem to serve a totally different 
function. For the North Korean texts, the covert and overt operations of 
ideology can be summarized as in the following table: 
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TABLE 8. Manifestations of Ideology in North Korean English Textbooks 
• COVERT: 
1 . DISSIMULATION OF CLASS DOMINANCE by working people 
-by enforcing the value of diligence 
2 . DISSIMULATION OF THE HEGEMONY OF ENGLISH 
-by enforcing the pragmatic powers of learning English 
3 . DISSIMULATION OF SEXUAL DOMINANCE by men 
-by enforcing the value of helping others 
• OVERT: 
1 . LEGITIMATION OF THE CURRENT REGIME 
-by distorting social reality outside North Korea 
-by embellishing social reality inside North Korea 
-by enforcing the value of idolizing political leaders 
2 . ENFORCEMENT OF SPECIFIC SOCIAL VALUES 
3 . REIFICATION OF THE POLITICAL STATUS QUO 
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5.2.2. South Korea2 
The contents that describe the life of South Korea portray the following 
image of South Koreans and their daily lives: 
• The concept of the extended family is accepted as natural in which 
grandfathers and uncles are considered as part of the family even 
though they may not live in the same household. 
- NOTE however, that neither grandmother nor aunt is specifically 
mentioned or given any roles in the texts. 
- COMPARE that in North Korean texts, specific references were made 
to grandparents, uncles and aunts. 
Farmers, engineers, and businessmen are described at an equal 
level, thus portraying equality in the various professions. 
- NOTE however, that, seniority in the work place is considered 
important and mental labor is portrayed as more preferable to 
physical labor. 
- COMPARE that in North Korea, both seniority and mental labor is 
obscured while physical labor is emphasized. 
• Leisure time is spent on participating in and watching various kinds 
of sports such as swimming, boxing, wrestling, tennis, basketball, 
volleyball and football, hiking, camping, mountain climbing, 
boating, fishing, skating, skiing, and cultural activities such as 
2
 In the following discussions on the macro analysis of South Korean texts, 
comparisons with the analysis of North Korean texts are made where they 
are relevant. Also for convenience of comparison, the lists of descriptions 
for the South Korean texts are in the same order as the lists of descriptions 
for the North Korean texts. 
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shopping, going to cinemas, going on picnics, watching TV and 
videos, domestic and foreign travel. 
- COMPARE that in North Korea, there is no mention of luxury sports 
such as tennis, fishing, skiing, or of activities such as watching 
videos and traveling to foreign countries. 
• Modes of transportation are described as automobiles, buses, trains, 
subways, and airplanes. 
- COMPARE that in North Korea, there is no mention of automobiles, 
subways or airplanes as modes of transportation available to the 
public. 
• There are all types of people in the society, some with desirable 
characteristics, and some with undesirable characteristics (e.g., 
dishonesty, laziness, obesity, wastefulness) 
- COMPARE that in North Korea, no Korean is described as having 
negative characteristics. 
• Food is not a matter of concern, except in cases of obese people. All 
kinds of food items are mentioned such as ice-cream, cake, coke, 
meat, fish, etc. 
- COMPARE that in North Korea, there is no mention of food items such 
as ice-cream or cake. 
• Living conditions are not a matter of concern. People generally live 
in big houses with living-rooms, kitchen, and several bedrooms. 
- NOTE that there is no mention of the natural surroundings such as 
parks or green mountains. 
- COMPARE that in North Korea, the pleasantness of surrounding areas 
are emphasized. 
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• Clothing is not a matter of concern. People generally have many 
types of clothing from cotton to silk. 
- COMPARE that in North Korea, the state provides clothing. 
• The weather conditions change seasonally, but are generally 
pleasant. 
• Relationship with foreigners are maintained at various personal 
levels as business partners, friends, pen-pals, or simply as hosts and 
guests in travel. 
- COMPARE that in North Korea, the only relationship with foreigners 
is through exportation of goods. 
As can be seen in the above list of characterizations of life in South Korea, 
the conditions of life is generally described as pleasant and most people are 
happy with their lives. In this regard, although the degree of exaggeration 
may be different, it can be said that there is EMBELLISHMENT OF REALITY 
that obscures the dark side of life that can be found in any society. There is no 
doubt that such manifestation of ideology achieves LEGITIMATION OF 
CURRENT POLITICAL REGIME and helps to maintain social order and support 
for the status quo of power relations within the society. 
Besides embellishment of reality, however, there are several aspects of the 
descriptions of life in South Korea that deserve specific mention. First, in 
consideration of membership in the family, it is rather interesting that there 
is no specific mention of grandmothers or aunts. It seems that the existence of 
grandmothers and aunts are acknowledged only within their relationships to 
grandfathers and uncles while grandfathers and uncles are given specific 
roles as figures of importance in the family. This is a very subtle way of 
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obscuring the female members of the family which is perhaps a reflection of 
male dominance in the South Korean society. 
The sexual dominance is also confirmed through various contents that 
describe the roles of women and men. For example, there is no mention of any 
married women that have a job, let alone a mother who is also a professional. 
Mothers are generally described as doing household chores such as cleaning, 
cooking, sweeping the garden, selecting and washing clothes for their sons, 
etc. In one instance, the authority of the mother is expressed as inferior to 
that of the father in the utterance by Mu-shik's mother who is reprimanding 
her son. The text is as follows: 
You spend too much money every day. That's not good. It's a bad 
habit. It's a very bad habit. Stop it, or I will talk to your father. 
-From Lesson 2, Book 2. 
The above text suggests that the authority of the mother is not enough in 
modifying the behavior of her son. It further implies that the mother needs to 
rely on the symbolic authority of the father in threatening her son to listen to 
her advice. The interesting point is that it is not the father who is asserting 
his authority, it is the mother that does it for him. The mother freely and 
willingly legitimizes the dominance of the father. Thus it is rather clear that 
the South Korean English textbooks contain strategic DISSIMULATION OF 
SEXUAL DOMINANCE by men, as one of the manners through which the 
operations of ideology can be observed. 
The next point of interest comes from the descriptions of professions. By 
mentioning farmers, engineers, and businessmen at the same level, there 
seems to be an indication that there is equality in these professions. But when 
one considers the specific context in which these professions are mentioned a 
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very strange paradox is found. The text comes from a teacher's advice to the 
students of grade 9 who will soon be graduating from middle school. It is as 
follows: 
What kind of high school do you want to attend? Do you want to 
attend the one that helps you go to college? Or the one that helps you 
become a farmer, an engineer, or a businessman? 
-From Lesson 1, Book 3. 
It is clear that the teacher is talking about vocational high schools. However, 
the above advice of the teacher suggests that the agricultural, technical and 
commercial vocational schools are places that train and produce farmers, 
engineers, and businessmen. 
Certainly, agricultural schools do produce farmers, or people whose work 
concerns farming. Interestingly enough, this obviousness is similarly applied 
to the situation of technical and commercial schools. It would seem that 
graduates of vocational high schools become successful engineers and 
businessmen. Of course, this is a clear contradiction to the adults' common-
sense knowledge of the world. Graduates of technical and commercial 
vocational schools typically end up as laborers and clerks at factories and 
businesses. Very few are promoted to the level of managerial positions even if 
they are more skilled and knowledgeable than college graduates. 
However, middle school children who are prone to accept idealistic ways of 
thinking are led to take the utterance of the teacher at face value. Thus this 
type of manifestation of ideology is none other than DISTORTION OF REALITY 
which benefits the economy of the society by ensuring that some students will 
willingly choose to enter into vocational training. By the time the students 
realize the distortions of this ideology, it is usually very difficult to alter their 
choice of vocation. 
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Power relations at the work place also manifest through the ideology on 
seniority and preference for mental labor. In Lesson 10 of Book 2, the 
relationship among three people at a factory is described as follows: 
• Cho: has six months experience as a carpenter (physical laborer). 
• Nam: has seven years experience as a carpenter (physical laborer). 
• Designer: has five year experience at the factory, first as physical 
laborer, then as designer (mental laborer) for two years. 
In the description of power relations among the above three characters, Cho is 
submissive to the seniority of Nam, which is observed when Nam reprimands 
Cho for complaining about not taking enough rest while working, and Cho 
apologizes to Nam. Thus in this situation, ideology manifests through 
ENFORCEMENT OF SOCIAL VALUES pertaining to seniority. 
In addition to seniority, the relationship among the three characters in 
this lesson also shows the preference for mental labor over physical labor in 
Cho's question to the designer concerning her work experience before she 
became a designer. The implication in the question is that the position of a 
designer is higher and more preferable to the position of a carpenter. The 
designer's answer to Cho's question is also noteworthy. The text following Cho's 
question is as follows: 
The woman designer took a long look at Mr. Cho, and then said, "I 
worked with brushes, saws, hammers, and planes." 
The expression "took a long look" implies that the designer holds the carpenter 
in low esteem for asking a silly question. Since the designer's answer is that 
hard physical labor is the foundation for getting promoted as designer, the 
silliness of Cho's question is explained only if the designer expected Cho to 
share this "common-sensical" knowledge. Indeed, the text that precedes the 
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dialogue between the designer and Cho described Nam as stressing the 
importance of diligence: 
Nam: Yes, I've been a worker here that long. And we don't take rests 
between meals. There is too much work for us to do. 
While the above statement enforces the social value of diligence, and while it 
may be true that physical laborers do not get any rest except at meal times, the 
point is that the designer's answer, which seems to suggest that such diligence 
is rewarded by promotions to managerial positions of mental labor, is an 
inaccurate representation of the social realities in South Korea. 
A possible scenario that might explain the relationship among the three 
workers at the furniture factory is that the designer is a college graduate and 
Cho and Nam are graduates of technical schools. However, this possibility is 
obscured to the effect that diligence is portrayed to be the key to the designer's 
success. Moreover, if seniority is an important consideration in establishing 
power relations at the workplace, Nam should be superior to the designer. 
However, the direct relationship between Nam and the woman designer is not 
mentioned, which serves as an implication that the quality of the designer's 
three years of physical labor was higher than quality of Nam's seven years of 
experience as a carpenter. This is a rather efficient manner of the 
manifestation of ideology that can be characterized as DISSIMULATION OF 
CLASS DOMINATION by the educated elites of the society, achieved in part 
through DISTORTION OF REALITY. 
Shifting the focus to descriptions of life in foreign countries, several 
aspects are very similar to the descriptions of life in South Korea. Specifically, 
the sex roles for Mr. and Mrs. Albert pictured in Lesson 11 of Book 2 are exact 
replicas of the sex roles for Mu-shik's mother and father that were discussed 
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previously. In the relationship between Mr. and Mrs. Albert, Mrs. Albert plans 
a family picnic, but she does not have the authority to announce it to the 
family. Instead, the father assumes the role of letting the children know about 
his approval of Mrs. Albert's plan. In addition, he uses his authority to 
acknowledge that it was, in fact, Mrs. Albert who had planned the picnic and 
thus the children should thank her. All this while, Mrs. Albert does not have 
anything to say. Her position in the family is only signaled through her role 
as the person who takes care of her son's laundry. Thus DISSIMULATION OF 
SEXUAL DOMINANCE is reinforced through descriptions of Mrs. Albert who 
legitimizes the authority of Mr. Albert. 
In addition to the contrasting roles of Mr. and Mrs. Albert that we have just 
seen, there are descriptions of foreign women that further maintain the 
image of the women as people who sacrifice themselves to serve others. 
Specifically, the only profession that a foreign woman is described as having 
is that of a nurse, while the men, of course, are described as businessmen, 
doctors, teachers or scholars. And, although there is one lesson (Lesson 2, Book 
3) that portrays a woman as a doctor, this story is not narrated in the normal 
authoritative tone, but is given as a joke, a riddle. The implication, of course, is 
that the notion that a woman is a doctor is absurd enough to become material 
for a silly joke. 
In other lessons (Lesson 5 and 11, Book 3), a nurse tells the story of 
Florence Nightingale to her niece, and a woman patient visits her male doctor 
who is assisted by a woman nurse. If the image of the nurse were given to be 
similar to the image of the doctor, it would not be a manifestation of sexual 
dominance. However, the emphasized characteristic of a nurse, as represented 
by the life of Florence Nightingale is that of selflessness. In some ways, the 
selfless characteristics of a nurse are portrayed to be noble, and in this regard, 
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these stories can be considered as manifesting ENFORCEMENT OF SOCIAL VALUES. 
However, the representation of women's professions as consisting solely of 
nursing is a DISTORTION OF SOCIAL REALITY that functions as DISSIMULATION OF 
SEXUAL DOMINANCE. 
Another type of ideology is noted in the embellishment of foreign life-
styles in the various descriptions of birthday celebrations, participations in 
various kinds of sports, family picnics, abundance of wealth, etc. Such 
embellishment of social reality is also found in descriptions of life within 
South Korea. However, the hyperbole in the descriptions of life in foreign 
countries is much stronger than that in the description of life in South Korea. 
Especially noteworthy are the emphases on the fun and wealth. Among the 
descriptions of life in foreign countries, descriptions of life in the United 
States and Britain (judging from the names and specific mention of 
geographic locations), are the absolute majority, and among these 
descriptions, all but one lesson (on the doctor-patient relations, mentioned 
above), focuses on the fact that foreigners lead a fun and wealthy life of 
vacations, picnics, parties, sports, hobbies, movies, and overseas travel. 
The results of such glamorization of foreign life styles are that there seems 
to be a relative lack of fun and wealth in South Korea, and that foreign 
cultures are shown as objects of admiration and envy. Thus by focusing on the 
brightest aspects of foreign life, the English textbooks of South Korea 
unknowingly consent to the ideological manifestation that can be described as 
DISSIMULATION OF CULTURAL DOMINATION by foreign nations, especially 
the United States and Britain. 
Another example that reinforces the consent to such cultural domination is 
observed through the personal relationships between Koreans and foreigners 
that are described in the textbooks. In one instance (Lesson 8, Book3), a Korean 
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asks his American friend whether he had ever failed in an examination. The 
remainder of the dialogue is as follows: 
Bill: Oh, yes, but I won't tell you what subject the test was in. 
Kim: Sorry. I shouldn't have asked you such as a stupid question. 
Bill: That's quite all right. Let's have our coffee. 
Thus in this dialogue, the Korean is described as apologizing to the American 
although the American had not explicitly asked for an apology. Nevertheless, 
the American acknowledges that there was probable cause for such an apology 
by failing to object to the Korean's apology. The implied relations described in 
this dialogue is one in which the Korean notices the cultural difference in 
asking personal questions and quickly abandons his own culture (in which 
asking personal questions between friends are acceptable) in order to submit 
to the American's culture (in which it is "stupid" to ask personal questions 
even between friends). The American, on the other hand, recognizes that his 
Korean friend has honored the American culture at the expense of his own 
culture. Although this may have been a typically Korean gesture that honors 
guests by humbling oneself, the American does nothing to correct the 
situation by declining the apology and reciprocating the gesture of honoring 
the culture of his host. On the surface this dialogue ENFORCES THE SOCIAL 
VALUES associated with politeness, humility, etc. However, the underlying 
structure of ideology gives bases for DISSIMULATION OF CULTURAL DOMINANCE by 
Americans. 
In yet another instance (Lesson 13, Book 2), the relationship between 
Koreans and Americans is portrayed through a sports match. In this situation, 
a little girl is described to be unhappy because the Korean basketball team is 
losing to the American basketball team. While the little girl asserts that the 
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Korean team is losing because they are out of luck, the little girl's older sister, 
who is portrayed as more mature and sensible, declares that the American 
team is winning because they are better than the Korean team. Through the 
words of the older sister, the position that the Korean team is "out of luck" is 
described as "funny or wrong" while the position that the American team is 
better is described as "fair." Admittedly, this may be an accurate 
representation of the state of affairs in the situation of basketball. Further, the 
overtly stated message of the lesson is in ENFORCING SOCIAL VALUES such as 
fairness in sports. Nevertheless, the result of such portraying of relationship 
between Koreans and Americans specifically reinforces the manifestation of 
ideology that functions as DISSIMULATION OF CULTURAL DOMINANCE. 
Finally, another subtle manifestation of the dissimulation of cultural 
dominance is noticed in the representation of religions. There are two specific 
mentions concerning the religion of an individual: It was God's will that made 
Florence become a nurse (Lesson 5, Book 3), and Anne Frank did not lose faith 
in God (Lesson 12, Book 4). The God that is mentioned here is none other than 
the Judeo-Christian God. There is no mention of any other religion anywhere 
which describes a foreign person's religious belief. Further reinforcing the 
Judeo-Christian concept of God is the mention of Christmas in Australia. 
The interesting phenomenon is that the presence of this Judeo-Christian 
God is represented not only in respect to the culture of foreign countries, but 
also within the life of South Korean of both the past and the present. In one 
lesson that tells a story of a Korean man of the past (judging from the pictures 
that accompany the story, Lesson 9, Book 3), he utters the exclamation "Thank 
God!" when he finds a pot of gold on his land. Although the meaning should be 
understood as something like "Thank heavens!", it is noteworthy that the word 
God is used instead. In the absence of any other gods or religions represented 
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in the textbooks, all God is interpreted as the Judeo-Christian God. In the 
present time, the presence of this Judeo-Christian God is represented through 
an utterance of a Korean man who quotes a phrase from the Bible (Lesson 12, 
Book 2) "The good book says, Love your neighbor as yourself.'" In addition, 
there is a description of a Korean man giving directions to his American 
friend (Lesson 8, Book 3), in which the Korean man's house is situated near a 
church. The implication is that there are churches that people go to in South 
Korea, and this may be a correct description of social reality. Moreover, 
Christmas is described as a time to help others (Lesson 10, Book 3). 
The representation of the Judeo-Christian religion among the life of South 
Koreans forms a stark contrast to the descriptions of Buddhist temples in South 
Korea. There is one lesson (Lesson 7, Book 4) in which Seoul is described as a 
place that has many "old palaces and temples" and Pulguksa is said to be "an old 
Buddhist temple built over twelve hundred years ago." While these 
descriptions are true, the impression is that temple are historical sites that 
people visit to appreciate the past, not to practice religion in the present time. 
Since no other mention of temples or Buddhists appear in the textbooks, the 
image of religious life in South Korea that the English textbook seem to create 
is one in which the Judeo-Christian God is the only type God worshipped by 
Koreans. This is, without a doubt, a DISTORTION OF REALITY that helps the 
process of the DISSIMULATION OF CULTURAL DOMINANCE. 
Reflecting the educational objective that English language teaching should 
make the students understand other foreign cultures as well, there are several 
other countries that are represented in the textbooks. Specifically, other than 
the United States and Britain, India, France, Australia and Netherlands are the 
countries that receive visibility in South Korean textbooks. The Nazis and the 
Jewish nation also receive attention through the diary entries of Anne Frank. 
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It should, however, be pointed out that all of the materials describing the life 
of these countries and nations were taken from sources that were published in 
the United States and Britain. Therefore, the viewpoints expressed in these 
materials can not be considered the viewpoints of the people who actually live 
in these countries, but are in fact the viewpoints of American and British 
authors who wrote the material. These viewpoints are accepted into South 
Korea without question, and they are summarized as follows: 
• In India, poor farmers are exploited by rich and heartless landlords, 
but while there are totally submissive to their landlords, they are 
friends with wild animals such as the cobra. 
-In Lesson 5, Book 4 
• In France, the Eiffel tower and its master building, Gustave Eiffel are 
worthy of note for the excellence in architecture and the brilliance 
of mind. 
-In Lesson 14, Book 4 
• In Australia, the aborigines are savages, and the first settlers of 
Australia were convicts of Britain. However, 
The convicts of Australia became good, hardworking 
Australians. More and more settles came to Australia to enjoy 
the wide open spaces and the beautiful beaches—and to raise 
sheep and cattle. 
-From Lesson 15, Book 4 
• The Danish people are portrayed through their folk tale about a 
foolish woodcutter who wastes his three wishes on sausages. 
-In Lesson 16. Book 4 
• The Germans are described as Nazis who were responsible for the 
persecutions of the Jews and the deaths of thousands of people in 
Russia and Africa. 
180 
• The Jews are represented by Anne Frank who is described through 
her own diary as a girl of courage and faith who perseveres through 
the hardships of the war, only to be killed by the Nazis shortly 
before the end of the war. 
-In Lesson 12, Book 4 
Therefore, some of the nations such as the French, the Australians, and the 
Jews are projected as nations of art, diligence, courage and perseverance, 
while some other nations such as the Indians, the Australian aborigines, the 
Dutch, and the German Nazis are portrayed as nations of inhumane caste, 
savagery, foolishness, or cruelty. Thus the glamorization of the wealth, 
prosperity and culture of some nations and the denigration of other nations 
are two strategies that are used hand in hand for further DISSIMULATION OF 
CULTURAL DOMINATION by the western nations which are closely allied with the 
United States and Britain. By bringing these materials into the English 
classrooms of South Korea, these texts take part in the process of obtaining the 
submission of the South Koreans to cultural domination by some of the 
powerful western nations, namely, the United States, Britain, France, and to a 
lesser extent, Australia. 
In addition to dissimulations of cultural domination, the descriptions of 
foreign countries and foreign people contain ideologies that function as 
DISSIMULATION OF CLASS DOMINATION. For example, in the story about Florence 
Nightingale (Lesson 5, Book 3), it is specifically stated that rich people 
normally did not become nurses because nurses were not respected "in those 
days." This statement seems to imply that nurses are now more respected than 
they were in the past. However, since there is no discussion whether 
discrimination against the profession of nursing is desirable or not, this 
statement also functions as implicit acceptance to the position that nursing is a 
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profession that may not be respected. Moreover, this statement portrays 
wealthy people as having the luxury of not becoming a nurse while others 
who are not wealthy do not have such choice. Then, two social groups, i.e., the 
wealthy and the poor, are put in opposing relations in which the dominance of 
the wealthy group is justified. Thus the strategies used here can be described 
as fragmentation of social groups that are wealthy or poor that functions as 
DISSIMULATION OF CLASS DOMINANCE. 
In another story (Lesson 5, Book 4), a poor Indian farmer is described as 
showing total obedience to his landlord while the landlord seems to have 
absolute authority in giving an unreasonable order to the poor farmer. 
Needless to say, the focus of this lesson is not in the relationship between the 
farmer and his landlord, but in something else. The unreasonable bidding of 
the landlord concerns cutting down an only tree on the farm, that the poor 
farmer rented in order to make firewood for the landlord's home. In this tree 
lives a cobra that the poor farmer has become close friends with. As the 
introduction to the story emphasizes that the "story shows the close friendship 
between a poor farmer and a cobra," the moral of the story is found in the fact 
that the cobra commits suicide so that the farmer will not have difficulty in 
cutting down the tree. Thus while the story seems to be ENFORCING THE SOCIAL 
VALUE of friendship, the underlying function of the ideology is in the 
DISSIMULATION OF CLASS DOMINANCE by the wealthy landlord on the poor 
farmer. 
Now, turning to the various social values described in the South Korean 
English textbooks, numerous overt ENFORCEMENTS OF SOCIAL VALUES as 
well as several overt DENIGRATIONS OF CERTAIN HUMAN CHARACTERISTICS 
are found. Thus, unlike the North Korean textbooks that only describe the 
desired social values, South Korean textbooks also describe people with 
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undesirable characteristics in order to highlight those characteristics that are 
taught to be socially desirable (the undesirable characteristics are marked 
with an asterisk in the list). Furthermore, as presented in the preceding 
discussions, some of these social values are used in dissimulations of cultural 
dominance or class dominance, and they are noted so in the following 
summary of social values that are enforced through the South Korean English 
textbooks: 
• • A b s e n t m i n d e d n e s s : losing money by forgetting to check the 
pockets before putting one's pants in the washer. 
• Aspiration: planning ahead for one's future to become a successful 
person in a chosen profession. 
NOTE-used for DISSIMULATION OF CLASS DOMINANCE 
• Authority: obeying the commands of the landlord. 
NOTE-used for DISSIMULATION OF CLASS DOMINANCE 
Civics: behaving appropriately in public places such as a park. 
•Lack of civics: cutting flowers or misusing facilities in public 
places such as a park or playground. 
• Diligence: working hard, not taking rests between meals. 
NOTE-used for DISSIMULATION OF CLASS DOMINANCE 
•Laziness: to be devalued; a non-rewarding characteristic. 
• Fairness: in sports, in admitting that the opposing team is better. 
NOTE-used for DISSIMULATION OF CULTURAL DOMINANCE 
•Unfairness: supporting one team from personal reasons. 
• Fitness: being thin, healthy, and strong. 
•Obesity: people laugh at others who are too fat and heavy. 
• Friendship: consideration of friends who are in difficult positions. 
NOTE-used for DISSIMULATION OF CLASS DOMINANCE 
• Fun: knowing to enjoy life rather than working all the time. 
NOTE-used for EMBELLISHMENT OF SOCIAL REALITY 
•Workaholics: people who work all the time and never have fun are 
characterized as dull'. 
• Harmony: of brothers who share their father's inheritance. 
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• Helping others: giving money to beggars, giving presents to poor 
people on Christmas day. 
NOTE-used for DISSIMULATION OF CULTURAL DOMINANCE 
• Honestv: not lying. 
•Dishonesty: lying, as in practical jokes. 
• Hope: attained through spiritual faith in God. 
NOTE-used for DISSIMULATION OF CULTURAL DOMINANCE 
• Initiative: courage in performing what is necessary. 
• Language: medium of communication, important to learn foreign 
languages (e.g., English, Chinese and Japanese) in order to 
understand other people. 
• Manners: appropriate behaviors at schools — study hard, don't fall 
asleep, keep quiet, don't be absent, come early, listen to teacher. 
•Bad manners: talking while the teacher is present in the classroom. 
• Morality: knowing how to be grateful to someone who has been kind 
and helpful. 
•Bad moral character: ingrates who are not thankful for other 
people's help are penalized by the criminal justice system and locked 
away from society. 
• Obedience: toward elders, parents, and landlords. 
NOTE: used for DISSIMULATION OF CLASS DOMINANCE 
• Patience: do not lose temper even in frustrating circumstances; do 
not give up until you succeed. 
• Impat ience: those who are not patient embarrass themselves by 
losing their temper. 
• Politeness: thanking, offering help, apologizing, welcoming. 
NOTE: used for DISSIMULATION OF CULTURAL DOMINANCE 
• Popularity: important to be well liked among friends. 
• Pride: in capital city, Seoul; in hosting Asian Games and Olympic 
Games; in tradition and history, in King Sejong. 
• Safety: in preserving life; being careful when swimming. 
• Thrift: money must not be wasted. 
•Extravagance: spending too much money. 
• Time: importance of time — it must not be wasted. 
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• Travel: visiting different places around the world getting to know 
different people. 
NOTE: used for DISSIMULATION OF CULTURAL DOMINANCE 
• Wealth: means comfort in life; inheritance is worth fighting over. 
•Poverty: denigrated, "beggars can't be choosers." 
NOTE: used for DISSIMULATION OF CLASS DOMINANCE 
• Wisdom: to accept help when in need; to govern the people without 
trying to fool them; finding an unlikely solution to a difficult 
problem. 
However, it should be pointed out that enforcement of social values such as 
fitness and popularity, and the denigration of obesity provide justification for 
the discrimination against people that are obese or people that are not very 
popular among friends. Since such discrimination is never articulated as 
discrimination, but is rather expressed as the natural phenomenon of society, 
the end result is that the enforced social values and the denigrated 
characteristics work together in the South Korean English textbooks to 
successfully achieve DISSIMULATION OF DISCRIMINATION against certain 
social groups. 
Moreover, the denigrations of some characteristics such as 
absentmindedness, dishonesty, and poverty promote other beliefs through 
their contents rather than help the students arrive at the social definitions of 
these characteristics. For example, the characterization of absentmindedness 
(Lesson 10, Book 3) is related to losing money in the washer. Thus the 
underlying implication goes beyond simple absentmindedness into being 
careful about the safekeeping of money. If it were simply absentmindedness 
that the textbook wanted to emphasize, there could have been other material 
(e.g., forgetting a friend's birthday, forgetting to finish an important school 
project, etc.) that might have been more efficient in getting the message 
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across. But by portraying absentmindedness in relation to losing money, the 
thematic focus of the contents shifts from the forgetfulness of the person to 
the fact that his forgetfulness has caused him to lose money. Furthermore, this 
lesson also portrays the mother as someone who stays home and takes care of 
the laundry and thus helps to naturalize the concept of sexual dominance. 
As for the characterization of dishonesty, in addition to the famous tale of 
the boy who cried "wolf," an unlikely dialogue between neighbors (an 
accompanying picture shows a Korean woman and a man) is given which 
describes a woman playing a practical joke on a man by shouting "fire." The 
dialogue is repeated below for convenience of discussion (From Book 2): 
Lesson 12. Being Honest is the Best Way 
Mr. Min is at his neighbor's house because he heard the neighbor 
shout, "Fire, fire!" 
Mr. Min: Where's the fire? Did you put it out? 
Neighbor: Thanks for coming to help, but there wasn't any fire. I 
said "Fire!" because I felt tired of staying alone all day. 
Mr. Min: Oh, boy! I thought your house was on fire. 
Neighbor: I'm very, very sorry, Mr. Min. 
Mr. Min: I hope it won't happen again. 
Neighbor: You don't have to come if it does. 
Mr. Min: How can you say a thing like that? The good book says, 
"Love your neighbor as yourself." We are neighbors, aren't we? 
Neighbor: That's true. We are. 
Mr. Min: If you hear me shout, "Fire!" what will you do? 
Neighbor: Run over to you with a bucket of water. 
Mr. Min: Exactly. Let us both be careful, okay? 
Neighbor: Careful about what? 
Mr. Min: Let us not be neighbors like the boy who shouted "wolf" 
when he was watching the sheep. 
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In addition to the unlikeliness of such a dialogue ever to happen in real 
life, the question arises why it is a woman that is playing a practical joke on a 
man. From the dialogue, it seems as though women who stay home (as they 
should) have nothing better to do than make fun of a kind man who is God 
fearing and thus loves his neighbors. Moreover, according to the title of the 
lesson, this lesson is supposed to illustrate the fact that honesty is the best 
policy. However, by describing situations of practical jokes, the lesson actually 
obscures the definition of dishonesty. It is not easy to imagine why the 
textbook does not instead describe instances of cheating, swindling, stealing, 
etc. that are more accurate descriptions of dishonesty. 
On poverty, the contents describe people who can't be choosers and thus 
should accept whatever they are given (Lesson 4, Book 3), people who are in 
need of help at Christmas time, or orphans who depend on themselves for 
livelihood (Lesson 10, Book 3). Thus the strong implication is that poverty leads 
people to accept other people's help. Then, in view of the contents that 
describe morality as the ability to feel grateful for such help, such depiction of 
poverty also leads to the conclusion that poor people should be thankful for 
what they have and should be humble in accepting whatever is given to them. 
Although the intentions of these contents may be in encouraging people to 
help their poorer neighbors, one of the consequent results is that, no matter 
what the cause of poverty may be, poor people are depicted as people who are 
not proud of themselves. Since not all poor people are beggars or orphans, 
such description of poverty is a distortion of reality that tends to degrade and 
discriminates all poor people in the society. 
Now, turning to the final point on the contents of the South Korean English 
textbooks, it can be said that scientific information seems to be conveyed for 
the sake of the information itself. In Lesson 3 and 4 of Book 4, there are 
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descriptions of meteors, the chameleon, and hummingbirds that would not be 
found in any other science textbooks used in the school curricula. Thus it 
seems that the English language does in fact serve as the medium of scientific 
information. This is probably an accurate reflection of the social realities in 
South Korea where most advanced level education cannot be achieved without 
proficiency in English, and many ordinary people are exposed to technical 
manuals written in English which they have to read and understand in 
relation to their jobs. Therefore, the inclusion of scientific contents that are 
novel in the Korean school curricular is a reflection of the HEGEMONY OF 
ENGLISH. 
It is therefore interesting that, in South Korea, the objectives for English 
language education does not expressly relate the English language with access 
to scientific information. Instead, the purpose of learning English (or any 
other foreign language) is claimed to be in understanding foreign cultures. 
This opinion is also overtly expressed in the following text that enforces the 
value of language as a medium of understanding people of different nations: 
Let us say you know English, Chinese and Japanese really well. As a 
speaker of these three foreign languages, you can speak to yourself 
in them. In other words your understanding of the Chinese, 
Japanese and English-speaking people is good. At the same time you 
can compare our way of thinking with the foreign people's ways of 
thinking, too. 
Learning a foreign language is not only fun, but it is also learning 
to understand its speakers, too. Let us be students with good 
understandings of other peoples. Let us be students who can help 
other peoples of the world understand us Koreans better. 
-From Lesson 9, Book 2. 
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In summary, there seems to be a contradiction in the purpose of learning 
English between what is overtly asserted in the textbooks and what is 
implicitly understood through the scientific information contained within the 
textbooks. Although it cannot be said for sure what the exact reasons are for 
such contradiction, it seems that the ideology concerning the teaching and 
learning of English portrays the establishment of friendships and 
understanding as more desirable than simply using the language as a tool for 
access to scientific information. However, one has to note that no matter how 
strong the implicit resistance to the hegemony of English in obscuring the 
role of English as the medium of new information, there is an explicit 
admission of such hegemony in terms of the hours spent on learning English 
and in terms of the proportion of English in entrance examinations. Moreover, 
the number of Koreans who use English as a medium of information (not only 
scientific, but academic, economic, political, social, etc.) is much greater than 
those that use English as a medium of cultural understanding (making friends 
and traveling). Thus the pretense in depicting English as a medium of culture 
is a DISTORTION OF REALITY which might result from DISSIMULATION OF CULTURAL 
DOMINANCE. 
In conclusion, the macro-analysis of South Korean English textbooks 
reveals four types of covert manifestations of ideology and four types of overt 
operations of ideology. Since the covert ones try to hide the inequality of the 
underlying power relations by portraying such relationships as natural, they 
are described as dissimulations. TABLE 9 gives a summary of the findings for 
the South Korean English textbooks: 
189 
TABLE 9. Manifestations of Ideology in South Korean English Textbooks 
• COVERT: 
1 . DISSIMULATIONS OF SEXUAL DOMINANCE by men 
-by obscuring the significance of women 
-by legitimizing the authority of men 
-by enforcing social values such as selflessness 
-by distorting social reality of women's roles 
2 . DISSIMULATION OF CLASS DOMINANCE 
(by the educated elites and the wealthy people of society) 
-by enforcing social values (e.g., diligence or friendship) 
-by distorting social reality of class domination 
-by legitimizing the authority of the dominant class 
-by fragmenting different social groups 
3 . DISSIMULATION OF CULTURAL DOMINANCE by the west 
-by glamorizing the western culture 
-by denigrating certain other cultures 
-by enforcing social values (e.g., politeness or fairness) 
-by distorting the social reality of South Korea 
$. DISSIMULATION OF DISCRIMINATION 
(against obese or unpopular people) 
-by enforcing social values (e.g., fitness or popularity) 
-by denigrating certain characteristics (e.g., obesity) 
. 
• OVERT: 
1 . LEGITIMATION OF CURRENT REGIME 
-by embellishing social reality 
2 . ENFORCEMENT OF SOCIAL VALUES 
3 . DENIGRATION OF CERTAIN HUMAN CHARACTERISTICS 
4 . HEGEMONY OF ENGLISH 
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In comparison with the results of macro-analysis from the North Korean 
English textbooks, it is interesting to note that two of the dissimulation 
processes, namely, those of CULTURAL DOMINANCE and DISCRIMINATION were not 
found in the North Korean textbooks. On the other hand, REIFICATION OF THE 
POLITICAL STATUS QUO was not found in the South Korean textbooks. A further 
difference in the ideological manifestations in the English textbooks of the two 
Koreas is found in the manifestation of the HEGEMONY OF ENGLISH which is 
covered up in North Korea in the ideology of learning English as a tool for the 
development of the country while it is explicitly admitted in South Korea. 
Finally, the underlying power relations for the dissimulation of class 
dominance is reversed in the two countries: the poor people are accorded with 
more power in North Korea while the wealthy people certainly seem to enjoy 
the dominant position in South Korea. 
Thus, having identified the manners in which ideologies manifest in the 
English textbooks of North and South Korea, the remaining question 
concerning the textual analysis is "What are the linguistic strategies that are 
employed in the manifestation of ideology?" The answers to this question will 
be discussed in the following section. 
5.3. Linguistic Analysis 
As mentioned in Chapter 3, there can be numerous ways in which the 
specifically linguistic elements of a text can aid in the manifestations of 
ideology. Among them, several scholars (e.g., Hodge and Kress, 1993, [1979]; 
Fairclough, 1989; Fowler, Hodge, Kress and Trew, 1979; Thompson, 1984, 1987) 
have mentioned the functions of the narrative structure in presenting certain 
social relations as legitimate; the functions of grammatical forms such as the 
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modality of the present tense, nominalization, and passivization in obscuring 
the effect of responsibility; and the functions of specific vocabulary that 
expresses experiences, relations between participants, and the 
characterization of certain groups and people in promoting the notions of 
superiority for certain groups while legitimizing the discrimination against 
other groups. Thus the discussions that follows in this section are structured 
according to these topics of linguistic analysis that have already been 
suggested in previous studies. 
5.3.1. The Narrative Structure 
Looking at the characteristics of narrations or story telling, one notices 
that there is one useful aspect of the narration that is particularly well-suited 
for covert propagation of ideology than any other type of text. While 
expository texts specifically require a logical sequence in the contents of the 
text that brings the introduction, the discussion in the body, and the final 
conclusion together in a coherent manner, there doesn't seem to be such a 
requirement for narrations. In other words, narrations sometimes do not give 
clear reasons for the occurrences of all the events described in the story, and 
yet the story can be accepted without specific qualification of the context. 
Moreover, as long as the narrations are reasonably credible, the stories are 
usually identified with the current situations of the listener. Thus the 
contextual description of a narration is received as the representation of 
reality without serious questioning, and the readers can further believe that 
the description of society in the story is an ideal portrayal of society as it 
should be. This is especially true if the moral of the story is a well-recognized 
social characteristic that is deemed desirable for everyone in the society. 
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However, the fact that a narration may not strictly follow logical 
sequencing of events does not mean that all narrations are actually illogical. 
In fact, all good narrations weave an impenetrable web of the setting, the plot, 
and the events, through a complex but logical sequencing of every detail in 
the story. Only then can the moral of the story achieve the effect of moving 
the emotions of the reader. On the other hand, the point is that the logical 
contents of reading materials in language textbooks are not matters of 
concern, especially since everyone (i.e., the whole education system, the 
textbook authors, teachers, and students) cares more about the form of the 
language used in the narration rather than about the contents of the story. 
Previous discussions on the manifestations of ideology in the English 
language textbooks of North and South Korea point to two main strategies of 
narrations as particularly useful in subtly dispersing ideologies that serve 
specific power relations: The first strategy can be noted as the lack of logic 
and coherence in the narration; and the second strategy can be found in the 
power structure of the characters described in the text. 
In the English textbooks of North and South Korea, several narrations 
employ the first strategy as covert manifestations of ideology. Among them, 
the following example may be representative of the lack of logical sequencing 
of contents in the North Korean textbooks. From Lesson 2, Volume 5, one find 
the following narration that borrows the format of a letter, entitled "A Letter" 
(emphasis added, except bold): 
Dear Sister, 
PI I arrived at the camp with my classmates a week ago. When we 
entered the camp, the teachers here welcomed us warmly. Now we 
are having a good time. 
P2 I am going to tell you something about our camp life here. We get up 
early in the morning. / like it very much. You know that to get up 
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early is my good habit. After we get up, we take exercise and run 
along the seaside. 
P3 This camp is at the seaside, and behind it there is a big mountain. 
Almost every day we go swimming in the sea or climbing the 
mountain. Yesterday afternoon all my classmates went out to the sea. 
Some swam in the sea and some played on the sand beach. / like 
swimming, so I swam. Swimming in the sea is a very good exercise 
for health, you know. 
P4 The day before yesterday we climbed the mountain. / felt very tired 
when I came back to the camp. But to climb the mountain is great 
fun. 
P5 Now I am collecting many kinds of plants and drawing many 
pictures. I will show you all of them later. 
P6 Now we are enjoying our camp life. Indeed, we have nothing to envy 
in the world thanks to the warm care of fatherly leader Marshal 
Kim II Sun? and the dear leader Mr Kim long II. 
The topic of the above narrative is apparently "camp life." Reading the 
contents of the story, one finds two ideas that consistently recurs within the 
text: that the writer is having fun and enjoying himself at the camp; and that 
the fun is also good for you because it is good exercise. Therefore, the ideology 
that is pervasive in this text is that of "good life" and "hard work." However, 
these ideas are not reflected in the theme of the narration which emphasize 
the benevolence of the two Kims and thus idolizes the two political leaders. 
Looking across all six paragraphs, it is impossible to find any logical reason 
for such a conclusion. Thus, assuming that the students accept this text without 
question, this particular text succeeds in manifesting three types of ideologies: 
embellishment of reality, enforcement of diligence, and legitimation of 
current regime. And in this text, all three manifestations are overtly 
observable. 
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From the South Korean textbook, one finds the following text that tells a 
story about an Indian and his friend the cobra (Lesson 5, Book 4, this text was 
briefly mentioned before in relation to dissimulation of class dominance, 
emphasis and comments added): 
PI Most of you have seen a picture of an Indian man playing a flute 
while a cobra raises its head in the air. This is one example of how 
close people and animals can become. The following story shows the 
close friendship between a poor farmer and a cobra. 
-emphasizes that the theme is friendship 
P2 A poor farmer lived on the far edge of a village in India. He lived 
alone in a small hut, and worked on a tiny piece of land, and he 
seldom went to the market, -emphasis on his social status: poor farmer 
P3 Years before he had come to live here on the edge of the village. 
People had tried to be friendly but the farmer was a strange man. Soon 
they went on with their own business and left him to his lonely life. 
-emphasis on his need of friendship 
P4 An old banyan tree was near the farmer's hut with great branches 
that gave him a friendly shade during the hot months. Near the base 
of the tree there was a hole, and a cobra lived in the hole. It had 
lived there for a long while, and the cobra and the man had grown to 
be friends. -emphasis on friendship between cobra and farmer 
P5 When the days were hot, the cobra would come out of its hole and coil 
itself up in the shade of the tree. The farmer would sit on the ground 
nearby until he could return to his work at sunset. 
-emphasis on friendship between cobra and farmer 
P6 Perhaps there was something more than trust between these two. 
The days and months and now the years of living together had 
seemed to make each necessary to the other. 
-emphasis on friendship between cobra and farmer 
P7 One day the man who owned the land came to the village. From the field 
where he was working the farmer saw him coming up the road toward 
the hut. He thought to himself: "This is strange. It is not yet time for the 
harvest. I cannot pay the rent in rice until the grain is ripe." 
-emphasis on authority of landlord 
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P8 The landowner came close and spoke to him from the road. T must 
have firewood for my home," he said. T want you to cut down the 
banyan tree that grows near your house." 
-emphasis on authority of landlord 
P9 For a while he couldn't believe the words. In spite of the landowner's 
words, the farmer could not argue with him. "I will do as you say, sir. 
when do you wish the wood to be ready?" 
-emphasis on authority of landlord 
P10 "I will send men in two weeks to take it away, and tomorrow I will ask 
a man to come and help you with the cutting." And then the 
landowner turned and left, and the farmer watched him as he 
disappeared down the road. -emphasis on authority of landlord 
PI 1 It was noon. The sun was hot in the field, and the farmer stood there 
feeling uneasy. Then he realized that his tree had to go—his tree, 
which gave him friendly shade and comfort, the only tree on his small 
land. And what would happen to the cobra? The farmer started to walk 
toward his hut and the place where the tree stood. His mind worked 
faster now. If the tree were cut down, he would lose more than shade. 
He would lose the cobra, too. He sighed as he came to the hut. 
-emphasis on friendship between cobra and farmer 
PI2 Feeling helpless, he sat on the ground in the cool shade of banyan 
tree as a breeze shook its leaves, -emphasis on authority of landlord 
PI3 Near the entrance of the hole the cobra lay coiled, and the two 
remained there for a long time in silence. The sun was setting, but 
the man did not return to work. He had lost his usual peace of mind. 
The cobra sank into its coil. It seemed to realize the great trouble of 
its friend. -emphasis on friendship between cobra and farmer 
PI4 Very early the next morning a man came to the hut of the farmer. 
"The landowner sent me to help cut down the banyan tree," he said. 
"Well," said the farmer sadly, "if it must be so, let us begin." 
They walked to the tree. The farmer stopped suddenly. He was very 
shocked, for on the ground lay the cobra, cold and dead. 
-emphasis on friendship between cobra and farmer 
[From E.A.L. Gaskin (compiled and edited, 1966) Tales and Fables of 
Old. London: University of London Press.] 
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As indicated above, this story was taken from a book of fables that was printed 
in Britain. And although the story was not written by a Korean author, the 
inclusion of this story in the textbook signals the acceptance of both the form 
and the contents by the people who selected this story. 
In terms of the narrative structure of this story, there seems to be one 
overt idea, that of friendship, that is expressed in eight of the paragraphs (1, 3, 
4, 5, 6, 11, 13, 14), and one covert idea, that of class dominance, that is expressed 
in the remaining six paragraphs. Precisely because of the overt emphasis on 
friendship, the dominance relationship between the farmer and the landlord 
is portrayed as natural and something that cannot be contested. Rather than 
protesting to the landlord about the command to cut down an only tree on his 
rented land, the poor farmer shows absolute obedience (P9). The focus of the 
story never remains at the source of the problem (command from landlord to 
cut down the tree) but quickly shifts to the farmer's helplessness in not 
wanting to lose his friend the cobra. The point is that while almost half of the 
narration is devoted to asserting the authority of the landlord, it does not 
surface as a conflict in the story. Thus the narration succeeds in enforcing the 
value of friendship on the surface, but underlyingly it promotes a dominant 
relationship between different social groups. 
The second strategy in utilizing the power structures of the characters in 
the narration is also found in both the North Korean and South Korean 
textbooks. In Lesson 4, Volume 5 of the North Korean textbook, the following 
excerpt shows the power relationships among the characters in the story: 
Now school is over. Today all my classmates have decided to do good 
for the school. The monitor tells some girls to plant trees around the 
197 
school. She also tells other girls to paint the fence white and the gate 
blue. She asks me to take care of the flower garden with Sun Hui. 
The main theme of this lesson is in emphasizing cooperation among 
classmates. However, the above excerpt clearly shows that there is one 
particular person, the "monitor," who is in charge of organizing the labor. 
The authority of the monitor is accepted without any contest, which 
legitimizes the unequal power relations between the monitor and other 
students. Nevertheless, it is interesting to note the use of the words "tell" and 
"ask" to differentiate the monitor's power over others and her power over the 
narrator of the story. 
In the South Korean textbook, the two texts that were mentioned before in 
relation to sexual dominance, can be taken as nice examples that illustrate the 
manipulation of character roles in the story as a strategy to naturalize specific 
power relations in the society. Note, for example, that in the following text, 
Mrs. Albert does not utter a single word, (From Lesson 11, Book 3): 
T have an important question for you," Mr. Albert said to Bob and 
Julie one evening. 
"Sure," Bob said. Bob and Julie looked at each other for a moment 
because their father's word "important" surprised them. 
"Will you be free next Sunday?" This was Mr. Albert's question, and it 
was said in a very low voice. The children were surprised again by 
the low voice. 
"I think so," said Bob. "I think so," Julie said soon after. 
"Well," Mr. Albert began. "I want you to take an important trip with 
me." The quiet look on his face did not change when he spoke. 
"Where? Is Mother going to come with us?" Julie asked. 
"Yes, she is," Mr. Albert answered. "We're going to Green Valley for a 
family picnic." Then his face was wearing a big smile. 
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"Hurray, hurray, hurray!" Bob and Julie shouted. Bob raised his arms 
and jumped. Julie danced around and kissed both her mother and 
father. "Thank you, Daddy," Julie said at last. 
"Don't thank me," Mr. Albert said. "Thank your mother. The plans 
were made by her." 
Thus the role of Mrs. Albert's character is totally undermined in this narration 
while the role of Mr. Albert is highlighted. Without having to express openly 
the notion that Mr. Albert occupies the superior position in the power 
structure of the family, the above narration certainly succeeds in conveying 
such an ideology. 
The conclusion of the discussion so far is that, it is not the narrative 
strategies that are ideological in themselves, but that certain aspects of the 
narrative strategies can certainly be used to covertly disperse ideological 
beliefs without bringing attention to it. And precisely because of the fact that 
the covert ideology is given in the background and thus made to look natural, 
it goes undetected by the reader. This is the reason that narrative strategies 
are powerful tools in the manifestations of ideology that serve to maintain 
specific power relations in the society. 
5.3.2. The Grammar 
As seen in the previous section, narrative strategies can be powerful 
resources in dissimulating ideologies within the text. And in addition to 
narrative strategies, the modalities of the past, present and future tenses can 
be utilized to highlight or obscure certain aspects of social reality. Usually the 
resulting effect is found in legitimizing the current political structure of the 
society. 
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In the North Korean textbook, all three tenses are used, but it is 
particularly worthy to note the way they are used to describe capitalist 
societies. All together, there are seven lessons that describe foreign capitalist 
societies (Volume 4: Lesson 6, 7, 12 and 13; Volume 5: Lesson 7; Volume 6: Lesson 
4 and 7). In Volume 4, the first two lessons are presented in the past tense 
while the second two lessons are given in the present tense. The story in 
lesson 6 tells of an orphan girl in London who died in the cold night street 
because no one would buy her matches or give her food; and the story in 
lesson 7 describes a "Negro" boy in America who died because the white doctor 
would not come to treat him when he got sick. These stories are narrated in the 
past tense and they form a sharp contrast to the two stories that are told later 
in the textbook in the present and future tenses. For example, In Lesson 12, the 
present tense is used to describe the climate of England, and the future tense is 
used to emphasize the changeable weather: "It is. warm in the morning, but it 
will be chilly in the afternoon," or "The earth will be covered with heavy 
snow." In Lesson 13, the present progressive structure is used to tell the story 
of young people in the capitalist country that are preparing for 
demonstrations asking for work. The future tense is used specifically to 
emphasize that "10 or 20 of the 60 workers will lose their jobs in a few 
months." In Volume 5, Lesson 7, the only lesson that describes life in capitalist 
countries, retells the story of Americans who don't have work. In Volume 6, 
the story in Lesson 4 is in the past tense which describes a "negro" slave who 
rebelled against his greedy and cruel master. On the other hand, the story in 
Lesson 7 is illustrated in the present tense, which again, emphasizes the 
notion that thousands of people in America are jobless. 
Thus the overall picture that emerges from these stories that selectively 
use the past, present, and future tenses in their narrations points to a specific 
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image of the past, present and the future of capitalist countries that the 
textbooks aim to create. The logic of the modalities used in these lessons forms 
the basis for the belief that: in the past, capitalist countries were filled with 
cruel class domination of masters against slaves, and of white people against 
black people; in the present, the oppressed class is rebelling and attempting 
revolution; and in the future, things will get worse unless the working class is 
able to succeed in their revolution against the repression of the rich, greedy, 
and cruel capitalists. The present conditions of life in the United States that the 
North Korean educators want to paint for their students is probably best 
depicted in the assertion that "There is nothing given to him [John Smith]: no 
jobs, no home, and no food. This is America. He hates America." (Lesson 7, 
Volume 5) Therefore, the modalities of the past, present, and future tenses in 
the North Korean English textbooks are used specifically to create effective 
distortions of life in the capitalist societies. 
Moreover, the tense modalities are used in the North Korean textbooks not 
only to distort the social realities of capitalist countries, but also to embellish 
the realities of life within North Korea. For example, in the above lesson that 
describe the undesirable weather conditions in England, the concluding clause 
that "Our country has a good climate. How happy we are!" is an unmistakable 
embellishment that aims to blind the students of the true realities of life in 
North Korea. Interestingly, it is the present tense that is used most often in 
this endeavor, as can be noted from the following passages in the present 
tense (bold emphasis as in the textbooks): 
The chief engineer says to us very proudly: "Our workers work very 
hard to make more machines. They make lots of machines everyday. 
They send all these machines to many part of the country. And some 
are sent out to foreign countries, too." We are. very proud of our 
country. -From Lesson 3, Volume 4 
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It is. very fine today. Everything at school looks bright and clean. All 
the schoolboys are dressed in smart school uniforms. They look very 
nice. They ais. full of hope. I meet our friends and teachers. We talk 
about our holidays and new school life with them. 
We ais. really happy under the warm care of the fatherly leader 
Marshal Kim II Sung and the dear leader Mr. Kim Jong II. 
-From Lesson 1, Volume 5 
In our school there ais. laboratories for physics, chemistry and 
biology. There ais. also a recording and a language laboratory. We like 
our school very much, and we keep it bright and clean every day. 
We really envy nothing in the world thanks to the great leader 
Marshal Kim II Sung and the dear leader Mr. Kim Jong II. 
-From Lesson 1, Volume 6 
In addition, the modality of the present tense is used to depict the 
universality of certain social characteristics that are enforced in the 
textbooks. Even when some past tense sentences are used to describe past 
events, there is invariably a sentence in the present tense to emphasize the 
currentness of the condition. The future tenses are used in this case to stress 
the rewards of attaining such universal characteristic. Taking the case of 
diligence as an example, the uses of the past, present and future tenses are 
notable in the following sentences: 
We study hard. -From Lesson 1, Volume 4 
They work hard to have a rich crop every year. 
-From Lesson 2, Volume 4 
He often trains himself for a skate race. -From Lesson 4. Volume 4 
The student is. very diligent. ... He works hard at college. 
-From Lesson 5, Volume 4 
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He studies science very hard. Now he has. much knowledge of it. He 
will be able to solve some problems on science. He will become a good 
scientist in the future. -From Lesson 9, Volume 4 
We worked hard so as to finish it in the morning. Just before noon 
we finished all the work. Like this, we plant trees every year in 
order to cover all the mountains with fresh green. 
-From Lesson 13, Volume 4 
Congratulations on your winning the first place in the conversation 
contest! Thank you. By the way, how did you get it? Well, I worked 
hard so as to learn by heart all the lessons in the textbook. And I also 
did much practice in English conversation every day. You're a hard 
worker. -From Lesson 14, Volume 4 
Nam Su i i not only an early riser but also a hard worker. When he 
rises, he goes out to sweep the yard. This morning he found the yard 
scattered with fallen leaves. He swept all the fallen leaves. He always 
keeps his house and the yard clean like this. 
-From Lesson 15, Volume 4 
In conclusion the modality of the tenses are used in the North Korean 
English textbooks in describing, not the actual current state of affairs, but the 
desired and idealistic state of things that the educators want the public to 
believe. Since the textbooks portray the life of North Korea as perfect while 
showing that the life in capitalist countries is miserable, the people are led to 
believe that the current regime in North Korea is doing a good job of 
providing the people with the best quality of life on earth. 
On the south side of the border, the English textbooks also use the modality 
of the tenses in ways that are favorable to the legitimation of the current 
South Korean regime. For example the following lesson instills pride in the 
students by using the present tense to describe a Korean traveling to the 
United States, meeting an American and learning that South Korea is a well 
known country around the world for various reasons (Lesson 4, Book 2): 
Mr. Kim is. in the United States now. He is visiting the country. An 
American is asking him some questions. 
American: What part of Korea do you come from, Mr. Kim? 
Mr. Kim: I'm from Seoul. Seoul is the Capital of Korea. 
American: Of course. Itls. a big city. Its. bigger than Washington, our 
capital. 
Mr. Kim: How did you know that? Did you ever visit Seoul? 
American: No, but I hear a lot about Seoul. Seoul is_older than any 
city in our country. Itls. one of the oldest cities in the world. 
Mr. Kim: But who talks about Seoul in the United States? 
American: Many people djj.. They talk about the Asian Games and the 
Olympic Games. 
And another lesson (among several others) creates the impression that 
everyone in South Korea enjoys a wonderful life (Lesson 1, Book 4): 
On weekends we &o_ hiking in the mountains or go. on a picnic by a 
lake. We sometimes £p_ camping and sit around the treetops. We hear 
the peaceful sounds of running water and the warm gentle breeze in 
the branches. 
Moreover, if there is someone that does not identify with this life in South 
Korea, other lessons in the textbooks make the students believe that it is not 
the circumstances that do not allow them to enjoy life, but their own lack of 
effort that keeps them from having fun. Note the following assertions: 
Here is. an English saying. It goes, "All work and no play makes Jack 
a dull boy." Who is. jack? It just means a person, any person. What 
true lesson does it give then? If a person does not learn to enjoy 
living, he or she is. not a happy person. -From Lesson 6, Book 2 
Or you just stay home during the vacation and £o_ not try to have fun. 
You do. your homework and help the other members of your family. 
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You think that's enough. What does that mean? It means that you are 
the Jack of this saying: "AH work and no play makes Jack a dull boy." 
-From Lesson 8, Book 2 
Thus the current state of affairs as described in the South Korean textbooks 
through the modality of the tenses goes even further than simply 
embellishing the realities and therefore legitimizing the current political 
regime—whoever is not totally satisfied with the current situation of things 
has only himself or herself to blame. 
In addition, the past and the future tense modalities are also used to express 
ideas congruent to a universally held belief. For example a lesson describing 
the works of King Sejong uses all three tenses to show that the legacy of a good 
government lives on in the present and the future. 
Because of his great works, the Choson Dynasty grew in glory, 
experiencing a renaissance in its culture. We respect King Sejong, 
for he truly showed the creative spirit of the Korean people. His 
accomplishments will remain forever as a glorious testament to his 
dedicated life. He deserves the respectable title "the Great King!" 
-From Lesson 11, Book 4 
In conclusion, it can be said that the English textbooks of both North and South 
Korea use the modalities of the past, present, and future tenses in specifically 
creating embellishments and distortions of social reality that lend support to 
the current political regime. 
Finally, an interesting point to be noted on the ideological functions of 
structural properties of language is that although passivizations and 
nominalizations are not absolutely alien in the textbooks of the two Koreas, 
these structures were not found to play a significant role in manifesting 
ideological content. Perhaps, the reason is that these structures are not simple 
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enough to manipulate, at an ideological level, in introductory language 
textbooks such as the ones used in North and South Korea. Or, alternatively, the 
reason may be that the Korean authors are not familiar enough with the 
ideological uses of the passivization and nominalization structures to include 
them in the textbooks. The most frequent uses of passivization and 
nominalizations are find in Lesson 3 and 4, Book 4, of the South Korean texts 
which contain scientific information. However, these lessons were not written 
by Korean authors but were taken from books authored by Americans and 
published in the United States. 
5.3.3. The Vocabulary 
For analysis of the ideological uses of vocabulary items, we are concerned 
with the experiential, relational and expressive values of words (Fairclough, 
1992). In this respect several vocabulary items are noted from the English 
textbooks of both North and South Korea that are indeed used to portray 
specific experiences, relations between participants, and characterizations of 
specific individuals or groups in the society. 
In the North Korean textbooks, experiences within the country are 
conveyed with words and phrases such as happy, nothing to envy, fine, nice, 
proud, enjoy, good time, bright, clean, smart, full of hope, work hard, 
beautiful, good climate, lucky, get up early, study hard, etc. On the other hand, 
experiences in capitalist countries are expressed with words and phrase such 
as tired, hungry, miserable, cold, sick, dead, unhappy, angry, awful, cruel, 
greedy, bad, etc. The effect of these expressions is indeed great in creating a 
contrasting picture of life in North Korea and in other foreign capitalist 
countries. 
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In contrast to the North Korea textbooks, the South Korean textbooks use 
similar words and phrases to describe the life within the country as well as 
outside the country in western capitalist societies. Notably they all paint 
bright and optimistic experiences, and some are identical to the ones used in 
North Korean textbooks that describe life experiences within the country. 
However, there are several expressions that cannot be found in the North 
Korea textbooks such as, play, party, presents, ice-cream, beer, cake, candy, 
coffee, chicken, fruit salad, bread, restaurant, tourists, freeways, subway 
stations, drive a car, gasoline, travel abroad, answer the phone, washing 
machine, VCR, hobby, popular, palaces, inherit, pen-pal, and many others. 
Such uses of vocabulary items that have experiential value, therefore, give a 
very compelling contrast of the quality of life in North Korea and South Korea. 
Although the North Korean textbooks would have the students believe that life 
in North Korea is perfect, and there is nothing to wish for, such distortion of 
reality will fall apart as soon as the tight grip on the media is lifted and the 
people are exposed to the true realities of life outside North Korea. 
For expressions of relationships between different members of the society, 
the choice of words in describing the command of the monitor in organizing 
the labor of the class was already mentioned above (see section on narrative 
strategies). While the monitor tells other students to do things, she supposedly 
asks the narrator for cooperation. In addition, the use of the word sir is 
noteworthy in that it is used within specific contexts that portray unequal 
relationships among the characters in the story. In Additional Reading 2, 
Volume 4, a rabbit uses the word sir to an oppressive Lion who makes other 
animals serve him by sacrificing themselves as meals for the Lion king. In 
this story, the rabbit outwits the Lion and the Lion is eventually killed. In 
Lesson 9, Volume 5, the students in a classroom use the word sir to address the 
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teacher who teaches them that the purpose of learning English is in 
promoting revolution. In Additional Reading 2, Volume 5, a peasant boy uses 
the word sir to address a prince who is scorned at for his foolishness. In 
Additional Reading 3, Volume 6, a poor man and a rich man address a wise 
judge by sir as they dispute over the death of the rich man's horse. The judge 
eventually finds the poor man innocent and embarrasses the rich man for his 
greediness and foolishness. Therefore, all these uses of the word sir signal 
unequal relationships among different people in the society, among which 
two are justifications of the current power relations that exist in the North 
Korean society, and two are illustrations of unjustified unequal power 
relations between the poor and the rich. 
The South Korean textbooks also exhibit an interesting use of the word sir 
that clearly signals an unequal relationship among the characters in the 
lesson. All together, there are three instances in which the term sir is used to 
address someone: In Lesson 4, Book 3, school children address their teacher 
with sir; in Lesson 11, Book 3, a woman patient uses the word sir to address a 
male doctor; and in Lesson 5, Book 4, a poor farmer addressed the landlord with 
the word sir. In all these cases, the use of the word sir is justified in the context 
that the teacher, the doctor, and the landlord are in the position to be 
addressed as sirs because they occupy higher positions in the hierarchy of 
society. 
Finally, in looking at the expressive values of specific words, lexical items 
such as beloved, fatherly, glorious, dear, leader, great, and respected are 
worthy of attention as they are used in contrasting situations in the North 
Korean and the South Korean textbooks. Specifically, in the North Korean 
texts, these words are used in conjunction with the enforcements of idolization 
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of the two Kims while in the South Korean texts, some of these words are not 
used at all, and some are ascribed to past historical figures. 
The following passages illustrates how the above words are used in the 




On the front wall there are the portraits of the 
fatherly leader Marshal Kim II Sung and the 
dear leader Mr. Kim Jong II. 
under the warm care of the fatherly leader and the 
dear leader. 
Lesson 14 First on the morning of the day, we wish the great 
leader a long life and good health. 
Volume 5: 
Introduction So dear to all our hearts is our general's glorious 
name, 
Our own beloved Kim II Sung of undying fame. 
Lesson 1 We are really happy under the warm care of the 
fatherly leader Marshal Kim II Sung and the 
dear leader Mr. Kim Jong II. 
Lesson 2 Indeed, we have nothing to envy in the world 
thanks to the warm care of fatherly leader 
Marshal Kim II Sung and the dear leader Mr. 
Kim Jong II. 
Lesson 8 Indeed, our pupils have nothing to envy in the 
world. They grow up happily under the warm care 




Lesson 1 On the front wall of the building there is a slogan, 
which reads: Let's be true sons and daughters of 
the respected father Marshal Kim II Sung. 
The portraits of the great leader Marshal Kim II 
Sung and the dear leader Mr. Kim Jong II are on 
the front walls of the classrooms. 
We really envy nothing in the world thanks to the 
great leader Marshal Kim II Sung and the dear 
leader Mr. Kim Jong II. 
One other use of the word glorious can be found is in the description of the 
"Glorious Tradition of the DIU (Down-with-Imperialism) Union"; one other use 
of the word leader is found in the description of the church leaders that 
persecuted Galileo; and the word dear is used a number of times in the context 
of letter writing. However, the words beloved, fatherly, great, and respected 
cannot be found anywhere else in the North Korean textbook. 
In contrast to the North Korean usage of these words, in the South Korean 
textbooks, significant uses of these words appear in the context of describing 
King Sejong as in "... a glorious testament to his dedicated life. He deserves the 
respectable title "the Great King!" In addition, the words beloved, fatherly, 
and leader are not found in the South Korean texts. Also, there are numerous 
uses of words such as dear, great and respect in other contexts that do not 
specifically highlight one individual. Thus it is clear that the North Korean 
textbooks employ a lexical strategy in reserving a specific set of words that are 




The preceding sections in this chapter have given the textual analysis of 
the English textbooks used in the two Koreas. In this analysis several types of 
ideologies have been identified as holding special significance in the two 
societies. Further, discussions were presented that illustrate the covert and 
overt manifestations of these ideologies in the reading materials of the 
textbooks used in the two countries. Finally, several linguistic strategies, in 
narration, grammar and vocabulary selection, were analyzed as playing 
important roles in dissimulating, embellishing, enforcing, and distorting 
certain types of power relations in the two societies. 
Thus in the following chapter, discussions will follow that interpret all 
these findings in view of the socio-historical context of the two countries. In 
doing so, the discussion will concentrate on the specific types of power 
relations that exist in the two countries. Especially in consideration of the fact 
that several of the ideologies manifest themselves in dissimulative forms, one 
needs to achieve an accurate understanding of the power relations in each 
society in order to arrive at a sound interpretation of the roles and the effects 
of ideology in the language classroom. Thus, the discussions in the following 
chapter will also illustrate the discrepancy, if there is any, between the 
ideological forms of power relations taught within the classroom and the 
actual operations of power relations in the society. 
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CHAPTER 6 
INTERPRETATION: EDUCATIONAL AND SOCIO-POLITICAL IMPLICATIONS 
6.1. North Korea 
The contextual analysis of English education in North Korea has shown that 
the North Korean government has fully acknowledged the potential in the 
English language as a tool of communication around the world. Thus they have 
promoted the notion that the teaching and learning of the English language is 
important for the dissemination of their communist ideology (i.e., Juche idea) 
around the world, as well as for the scientific and technological development 
of the country. In this regard, it is noteworthy that the North Korean 
government has tried to portray the English language simply as a tool that 
may serve the interest of North Korea. 
However, one has to consider the fact that North Korea is the most tightly 
controlled and closed country in the world. This mean that virtually no one in 
North Korea, except the foreign diplomats of the highest rank, ever meets or 
converses with an English speaking foreigner. Moreover, it also means that 
very few people, except those who actually inspect and translate foreign 
publications written in English, are ever actually exposed to English medium 
reading materials. Thus it is in spite of the social realities of North Korea that 
English language education is being emphasized. Foreign language teaching 
makes up 8.8% of the total curriculum which comes in fourth after Math 
(19.0%), Science (19.0%), and National Language (11.0%). And although 
students can choose between Russian and English as their first foreign 
language, it is also reported that 80 percent of the North Korean students are 
taught English, and 20 percent are taught Russian (D-K Kim, 1993). 
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The question that arises at this point is, what is the power relation that is at 
the source of an English language education policy in North Korea that 
certainly does not reflect the realities of the people's lives, in terms of their 
interaction with English medium communication (either written or spoken)? 
Unlike the language education policies enforced during the Japanese colonial 
period, there is no "crude force" that has intimated the North Korean educators 
(or more precisely the politicians) to include English language education in 
their curricula. There is no "indirect psychological power" associated with the 
teaching and learning of English. Then the only other plausible explanation 
should be that the "pragmatic power"1 of English has caused the promotion of 
the English language as the first foreign language in North Korea. Evidently, 
the education policies of North Korea specifically reflects this belief in the 
pragmatic power of the English language. 
However, it is not difficult to notice that "pragmatic power" is still not a 
satisfactory answer to explain the reasons for English language education in 
North Korea since neither the teachers nor the students who teach and learn 
English in school experience such pragmatic power of English in real life. 
Thus, the only reasonable answer left is that the North Korean educators and 
politicians have unwittingly succumbed to the hegemony of English. They 
have yielded to the simple potential of the pragmatic power of the English 
language without considering the fact that the absolute majority of the people 
in North Korea do not have any use for, and thus do not need to acquire, the 
pragmatic power of English. 
For the discussion of these terms, i.e., crude force, indirect psychological 
power, and pragmatic power, see Kachru (1992) and Chapter 2 of this 
dissertation. 
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As to the reason behind this apparent contradiction between the English 
language education policy and the reality of North Korea, an answer is not 
easily found. However, North Korea is a country that is full of even more 
severe contradictions that cannot be explained. Concerning the English 
language education policy in North Korea, only two points are clear at this 
time: First, the hegemony of English has undoubtedly affected even the most 
tightly sealed country in the world; and second, in an attempt to hide the fact 
that they have conceded to the hegemony of the English language, the North 
Korean educators and politicians are using the potential pragmatic power of 
English as the ideological rationale for the education of English in North 
Korea. 
In addition to the linguistic power of the English language itself, what 
other significant power relations are promoted and legitimized through 
English language education in North Korea? In the preceding chapter the 
analyses of the ideological contents of the English language textbooks were 
discussed in which the following covert and overt manifestations of ideology 
were identified: 
• COVERT: 
1. dissimulation of class dominance by working people 
-by enforcing the value of diligence 
2. dissimulation of the hegemony of English 
-by enforcing the pragmatic value of learning English 
3. dissimulation of sexual dominance by men 
-by enforcing the value of helping others 
• OVERT: 
1. legitimation of the current regime 
-by distorting social reality outside North Korea 
-by embellishing social reality inside North Korea 
-by enforcing the value of idolizing political leaders 
2. enforcement of specific social values 
3. reification of the political status quo 
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In reviewing the above list of the manifestations of ideologies in the North 
Korean English textbook, it becomes evident that the following social groups 
are in positions of opposition within several interrelated power relations2: 
1. working class (poor) vs. intellectual class (rich) 
2. men vs. women 
3. the state vs. the people 
4. the political leaders vs. everyone else in the society 
In the power relations described above, the first two are implicit in the 
ideologies propagated in the textbooks and the last two are explicit. 
The next question is whether each of the power relations described above 
can be characterized as positive relations that encourage production and 
individual happiness, or as negative relations that put the two groups in 
opposition in a relationship of domination and repression. But in order to 
answer this question comprehensively, one needs to consider the current 
social conditions within North Korea as well as the probable future social 
conditions of North Korea. In the following discussion, the effect, the 
significance, and the ramifications of the above power relations will be 
considered in view of the two different, i.e., the present and the future, social 
conditions of North Korea. 
As already indicated in previous discussion, the present political and social 
situation in North Korea can be described as water-tight with regard to the 
ideological indoctrinations invented by the communist government. These 
2
 It should be noted that the ideologies identified in this study and the power 
relations that have been deduced from them were found only from English 
textbooks used in North Korea. There is a definite possibility that other 
types of ideologies and different kinds of power relations may be observed 
through the multitude of other possible channels of education. 
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political and social ideologies are maintained as truths within the society of 
North Korea through the virtually absolute control over the flow of 
information within the country and with other countries in the world. As 
Cumings noted (1990: 53), unlike China or Cuba, there is no channel of 
underground information (e.g., Voice of America, BBC) through which people 
that are dissident from current "regime of truth" (Foucault, 1980) in North 
Korea can find out about the world outside. The few defectors who successfully 
fled to South Korea have testified that even the government authorized 
personal mail from overseas-Koreans in Japan and the United States, to their 
relatives in North Korea, are severely censored before they are delivered to 
the recipients (The Joong-ang Daily News, July 29, 1994). It goes without 
saying that there is absolutely no exchange of personal mail between North 
and South Korea. 
Meanwhile, the economic conditions of North Korea have deteriorated: 
North Korea has gone from the once relatively flourishing nation of the early 
seventies3 to one of the poorest countries in the world today. In such economic 
Based upon World Development Report and CIA Handbook of Economic 
Statistics. B-L Kim (1992) compares North Korea and South Korea in per 




































In addition, Clark (ed., 1992: 157) notes that the per capita GNP in North 
Korea dropped from $1,123 (already less than in 1985) in 1990 to $1,064 in 
1991. Further, the Bank of Korea reports that in 1993, the economic growth 
rate of North Korea is negative 4.3 points while in South Korea, it is positive 
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circumstances, reports have even alluded to lack of daily food in a massive 
scale as illustrated by the previously mentioned report of Radio Moscow 
(Chapter 5): 
All North Koreans have been completely brainwashed to believe 
that they are the wealthiest and happiest people in the world. 
However, the North Korean people are actually suffering from 
poverty and exhaustion, and the people's hardships are growing 
worse day by day. 
Other reports by North Korean defectors have asserted that the economy of 
North Korea is at a point that it cannot get any worse (The Joong-ang Daily 
News, July 13, 1994)4 
5.6 points. And the per capita GNP is $904 in North Korea and $7,466 in 
South Korea. 
However, official reports from North Korea (quoted in Shinn, 1991: 94) 
claims that the per capita GNP was $600 in 1970 and that it increased to 
$2,400 in 1986. 
4
 Note, however, that the Rodong Shinmun [Workers' Newspaper]—issued by 
the North Korean Workers' Party—asserts the following (quoted in Shinn, 
1991: 94, 87): 
Indeed in our nation's history of 5,000 years, we have never 
witnessed a time when, like today, our fatherland enjoys a grandeur 
and prosperity. ... [people are] equally well off ... happily free from 
worries about their food, clothing and shelter thanks to state and 
social benefits (May 24, 1990). 
South Korean economy is on the verge of death ... There is no 
freedom to choose ideology, or freedom of speech, press, assembly or 
demonstration in South Korea. The South Korean rulers are 
fascistizing the society to an extreme extent in a bid to maintain the 
society of dictatorship isolated from the waves of independence and 
democratization sweeping the world. ... The existence of such a closed 
society of dictatorship ... is a stain on the time and a disgrace to the 
nation (January 3, 1990). 
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The question, then, is how is it possible to "completely brainwash" a whole 
nation? The answer in this question lies in education, and the power 
relationship portrayed in the English language textbooks contributes to this 
process of brainwashing. The interesting point to be noted here is that the 
result of brainwashing is the belief that "they are the wealthiest and happiest 
people in the world." Thus within the perspective of the North Koreans who 
actually live in North Korea, it is beside the point that people outside the 
country can compare the quality of life in North Korea and elsewhere in the 
world. So long as the people inside North Korea are cut off from the rest of the 
world, they are willing to endure the hardships that are present in their life 
and yet feel thankful to the state for providing what they have because, to 
them, that is still the best quality of life that there is in the world. 
Within the perspective of the North Koreans as described above, the power 
relations between the working class and the intellectual class, and the power 
relations between the state and the people, which are sustained through the 
ideological indoctrinations in the English textbooks should be described as 
positive. In other words, these ideologies provide the bases for the majority of 
the North Koreans to keep working toward and hoping for a better future, and 
also feel happy about the current state of affairs. 
On the other hand, no explanation of power relations can be that simple. 
When one group enjoys the positive effects of certain power relations, there is 
always another group that suffers the negative consequences of suppression, 
even if they are the minority of the society. The few intellectuals who have 
received the trust of the government to further their studies or work in 
foreign communist countries (e.g., former Soviet Union, East Bloc) must either 
suppress their knowledge of the discrepancy between the ideological 
indoctrination and the realities of life in North Korea, or they are persecuted 
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or even killed. Such circumstances are what caused the several defections of 
North Koreans to South Korea via the South Korean embassy in Eastern 
European countries.5 Such defectors have been reported to describe the prison 
camps and mines of North Korea in which literally hundreds of thousands of 
political prisoners and their families "received a steady dose of political 
propaganda," and "a third would die of malnutrition."6 Thus, while there is a 
strong possibility that the majority of the North Koreans are actually satisfied 
with their present lives (Izumi, 1992: 11), one has to note that there are some 
who dare to voice their complaints who are then classified as "political 
prisoners." 
Further, on the power relationship between the idolized two Kims and the 
rest of the people, the testimony of one defector, Ki-Hong Chang, is 
noteworthy (reported in The Joong-ang Daily News, July 13, 1994): 
North Koreans have been brainwashed to idolize Kim II Sung and 
equate him with God through systematic and repetitive ideological 
indoctrination. ... However, this idolization of Kim is sustained 
When South Korea did not have diplomatic ties with Eastern European 
communist nations, escape from North Korea via this route was practically 
impossible. However, since South Korea started to establish diplomatic ties 
with East bloc countries, first with Hungary on February 1, 1989, there has 
been a marked increase in the number of North Korean defectors through 
the South Korean embassies in East Bloc. 
Quoted from 'Inside North Korea's Gulag'—stories of two North Korean 
defectors, reported by David Tracey in Reader's Digest. December, 1993, pp. 
149-154. Detailed report on the conditions within the prison camps and 
mines that commit political prisoners in North Korea can be found in North 
Korea: New Information about Political Prisoners—the recent Amnesty 
International reports on human rights in North Korea (July 30, 1994). 
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through a double faceted manifestation of power. While the people 
genuinely love and respect Kim to a certain degree, there is also the 
realization that any verbal or non-verbal behavior that shows the 
rejection of such idolization are met with cruel persecution. 
(Translated from original text in Korean) 
Thus, as long as one believes in the idolization ideology as the truth, they can 
remain happy in North Korea. In this respect, the manifestation of the 
idolization ideology within North Korea, further helps them to maintain their 
happiness. However, as soon as one starts to doubt its truthfulness, the power 
relation takes a negative turn and begins to manifest itself in dominating and 
repressive ways. 
Finally, on the power relations between men and women in North Korea, it 
is very interesting that such unequal power relations still exist in a country 
where equality among all working members of the society is a strong 
ideological characteristic. North Korea is supposedly a country where both 
women and men participate in the work force, and therefore, the children are 
looked after by the state-run nurseries and pre-schools during the day (Y-L 
Moon, 1990)7. Why is it, then, only the women are described as being 
responsible for household chores such as cooking, cleaning, and washing? 
Perhaps this is a reflection of the long male dominance in Korea that has 
become so naturalized that it has even escaped the attention of the socialist 
communist leaders of North Korea. Thus if one assumes that there is half of 
each sex in the society, this type of power relation is positive for the male half, 
while it is negative for the female half of the society. 
7
 Newsweek (September 12, 1994) reports from World Bank sources that 
North Korea has the highest percentage (46%) of women in the work force 
in the world. 
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So far, the specific power relations that manifest in the North Korean 
English textbooks have been discussed in view of the current socio-political 
conditions of North Korea. Another perspective that needs to be considered in 
this discussion is the possibility of the massive changes in the socio-political 
structure of North Korea that the death of Kim II Sung has brought about. 
Particularly in view of the recent progress toward opening diplomatic 
relations with the western world, it would not be surprising to see a 
slackening of the iron-grip over public media and other channels of 
information. It is in this vein that Izumi's (1992: 11) observations become 
especially noteworthy: 
But is would be a different story if North Korea embarked on a course 
of opening itself to the outside world. We certainly cannot ignore the 
possibility of a sudden explosion of dissatisfaction in the North once 
the people are able to directly compare their standard of living with 
that of their counterparts in other countries. The comparison with 
the affluence of their fellow Koreans in the South would be 
particularly telling. It is quite possible that there would suddenly 
emerge a desire to abandon socialism, just as in Eastern Europe. The 
leaders in Pyongyang might react strongly to suppress such 
sentiments, and part of the fallout could be an escalation of the 
military tension between North and South. 
Certainly, if the people of North Korea become aware of their brainwashing, 
all power relations will take a negative turn by which everyone in the society 
is repressed and persecuted unless the dominant power group, i.e., the state 
and particularly the political leaders, acknowledge their failure and concede 
to the demands of the people. Perhaps a policy similar to that of Cuba may be 
adopted and dissident citizens of North Korea may be allowed to leave the 
country. However, if attempts of ideological indoctrinations are to continue, 
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and if the physical exercise of power persists, the only inevitable outcome will 
be a replica of the fall of East Germany, Romania, the Soviet Union and other 
East bloc countries. As one of the very few countries that still maintains its 
communistic beliefs, North Korea will eventually face a serious dilemma in 
preserving its ideological indoctrinations. The inconsistencies between the 
ideologies and realities of politics and socio-economics will be much more 
severe. 
6.2. South Korea 
For the South Korean context, the hegemony of the English is most 
certainly felt through the pragmatic power of the English language. The 
government wants to hire people that are proficient in English because it 
needs officials that have the ability to communicate with the outside world. 
The private companies prefer those that are proficient in English because 
they require their workers to communicate with business partners all over 
the world. Therefore, the institutions of higher education accept students that 
are proficient in English because they want to ensure that maximum effects of 
education can be achieved through minimum efforts. The culminating effect 
is that English is one of the most important subjects in secondary education. 
Officially (D-K Kim, 1993), English takes up 11.1% of the total curricula in 
middle school education, which ranks second together with Math and Science, 
and only after National Language (13.0%). However, the unofficial observation 
and experiences of students in South Korea testify to extra curricular hours 
before and after school and during school breaks in which the study of 
English is allotted an inordinate amount of time. In high schools, the official 
count puts English in the first place (15.9%) followed by National Language 
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(14.9%) and Math (9.6%). Again, the extra hours spent in learning English 
outside of regular class hours increase the percentage of time spent on 
English even more. 
Thus there isn't a single day that goes by without a student picking up the 
English textbook, and there isn't a single exam (monthly, midterm, final, 
entrance, qualifying, graduation, etc.) that is given in the schools that does 
not include English in it. Therefore the hegemony of English is overt in South 
Korea, and it results in both positive and negative ramificantions. 
On the positive side, a great number of people have acquired a satisfactory 
level of proficiency in English, and therefore they are able to perform 
adequately in the international world of academics, politics, and business. Of 
course, proficiency in English itself cannot be a sufficient requirement for 
participation in the above fields. However, the point is that English 
proficiency is an absolutely necessary condition in these relationships. A 
considerable amount of good has resulted out of this as can be observed by the 
increase in the number of scholars participating in various international 
fields of academics, the growth and expansion of South Korea's diplomatic 
relations, and the enormous economic development in the recent past. 
Having acquired proficiency in English as a critically necessary condition 
for international participation, each year, hundreds of Ph.D.'s graduate from 
English medium universities around the world (most notably the United States) 
and many of them contribute significantly to their fields. Moreover, South 
Korea is now a regular member of the United Nations and has diplomatic 
relations with 171 countries around the world.8 Per capita GNP has shot up 
8
 North Korea and South Korea were separately admitted to the U.N. on 
September 17, 1991. This was only possible after the establishment of full 
diplomatic relations between South Korea and the Soviet Union that 
occurred on September 30, 1990. 
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from $264 in 1970 to $7,466 in 1993 (see footnote 3). Thus it can be said that the 
hegemony of English through its pragmatic power has resulted in some 
positive effects that have brought about a generally increased standard of 
living in South Korea. 
However, on the negative side, there is also a significant number of people 
in South Korea that have suffered lost opportunities in higher education and 
desired careers simply because of the fact that they have not attained a 
satisfactory level of proficiency in English. When the chosen field of higher 
education or jobs specifically require linguistic skills in English, the 
sufferings of such people with low English proficiency may be justified. 
However, the problem is that the phenomenon of discrimination against these 
people are not limited to those areas that warrant such justification. 
Since English is a component of the nationwide high-school entrance 
examination, those students who apply to agricultural, commercial, and 
technical schools are also affected the same way as the students that apply to 
college-preparatory high-schools. Although a select number of extremely 
privileged and talented students in the vocational schools will acquire jobs 
that may benefit from proficiency in English, the majority of these students 
will lead lives that do not require them to communicate in English, as farmers, 
as technicians, and as clerks. A similar situation arises when students apply 
for colleges. The two major criteria in being accepted at a college or university 
in Korea are the students high school grades and the students scores on the 
nationwide college entrance examination. Since a significant portion of the 
high school curriculum is based on English, and also since English is a major 
subject in the entrance examination, no student that fails to attain a 
satisfactory level of English proficiency can hope to enter college. Again, it is 
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a minority of college graduate in South Korea that continue their studies in 
fields that bring them to direct contact with English medium sources of 
information (e.g., graduate schools). The majority of the students graduate and 
find jobs that are unrelated to their college majors. And these jobs can be 
maintained without ever having to communicate in English. But because there 
is not a single company in South Korea that hires high school graduates and 
gives them the same benefits as college graduates, the mere fact that a high-
school student fails to attain a competitive level of English proficiency can 
have a pronounced effect on his or her whole career and life. 
In North Korea, we have witnessed that the inconsistencies between the 
actual experiences in the pragmatic power of English and the amount of 
emphasis placed on English language education is completely ignored. 
However, in South Korea, this discrepancy for a great many of the students 
enrolled in middle schools and high schools may have had an effect on the 
English language education policy advocated by the Ministry of Education. 
Rather than claiming that everyone will benefit from acquiring the 
pragmatic power of English, the primary goal of English education in South 
Korea has been asserted to be in teaching the importance of English as an 
international language, learning to understand and use basic everyday 
English so as to understand the culture of other nations. Indeed, the cultures of 
other nations are introduced into South Korea primarily via the medium of 
English (e.g., foreign movies), and especially through the teaching of English. 
However, the types of foreign cultures that South Koreans have become aware 
as a result of learning English are restricted to that of the dominant western 
countries, especially the United States, as the following text illustrates: 
Grandpa: ... A good government should always have this idea for its 
foundation. 
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Min-ho: Great! An idea as the foundation of a good government! 
Grandpa: "You can fool all of the people some of the time, some of the 
people all of the time, but you can not fool all of the people all of 
the time." 
Min-ho: Wow! That sounds great! Who said it? 
Grandpa: Abraham Lincoln did. 
-From Lesson 4, Book 3 
It is very clear that texts such as above are not mere illustrations of cultures of 
other nations that promote understanding of the culture that is described, it 
promotes the belief that the country where Abraham Lincoln was president, 
i.e., the United States, is a place where the government rules over the people 
justly and does not try to fool the people. 
Thus in trying to justify the negative power relations created within South 
Korea by the hegemony of English, the leaders of South Korean education (i.e., 
those who are involved in curriculum planning and in making educational 
policies) have only contributed toward the hegemony of American culture. 
The unequal power relations that are caused by the hegemony of American 
culture are observed rather readily in the South Korean English textbooks. 
However, these negative power relations are obscured through various 
manifestations of the ideology that dissimulates cultural dominance. 
Specifically, they are: glamorization of the western culture, denigration of 
other cultures, enforcement of politeness and fairness toward western 
cultures, and distortion of the realities of South Korea. This type of power 
relation may be perceived as positive and beneficial to the citizens of the 
western world, specifically the United States. However, citizens of South Korea 
pay dearly with their evaluations of and pride in their own culture. 
How could this happen when the materials in the English textbooks used in 
South Korea were either authored or compiled by Koreans and were approved 
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by the Ministry of Education? Two possible explanations emerge that hold 
different perspective concerning the South Korean educators' active 
participation in the conspiracy to include the ideological contents that 
dissimulate cultural dominance. The first possibility is that the South Korean 
educators are only indirectly responsible for the implicit propagation of 
cultural dominance through their submissiveness to cultural dominance 
themselves, and through sheer lack of critical judgment in matters 
concerning cultural dominance. 
However, the second possibility is that the South Korean educators are 
directly responsible for the unequal power relations caused by cultural 
dominance in knowingly including ideological contents that dissimulate 
cultural dominance. And why would they do that? Because they are in the 
position to share the dominant powers of the western culture. In other words, 
if the leaders in South Korean education perceive themselves as having 
acquired the "desired identity" of westernization, modernization, and 
sophistication (Baik, 1992, 1993), it benefits them to maintain the cultural 
dominance since they may be the few elites within South Korea that may be 
recognized as having succeeded in this endeavor (i.e., acquisition of desired 
identity). 
Another manifestation of ideology in the South Korean English textbooks 
that benefits a minority power group is the dissimulation of class dominance 
through strategies such as enforcement of diligence, distortion of social 
realities concerning opportunities in the job market, legitimation of the 
authority of the wealthy and powerful, and fragmentation of the poor against 
the rich with assertions that poor people cannot have their choice of 
respectable careers. One should note that power relations that result from class 
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dominance are not described as repressive in the English textbooks, and thus 
the manifestation of ideologies achieves dissimulation of class dominance. 
The consequence of such dissimulation is that most students from the 
dominated class are only vaguely aware of the existence of class dominance 
until they become active participants of the society. By then, they have 
responsibilities and obligations (in supporting their poor parents, other 
family members, or their own children) that cannot be forsaken. Thus, 
circumstances keep them in the dominated position of the power relation, and 
the contents of the English language textbooks contribute toward the 
maintenance of this vicious cycle. Since less than 30% of the students in 
secondary education come from families that enjoy the life-style above the 
upper middle-class, the unequal power relations resulting from dissimulations 
of class dominance are manifestly negative for the majority of the population 
in South Korea.9 
A further result of the dissimulation of class dominance through the 
enforcement of diligence is that students are misled to believe that diligence 
alone will bring success and fortune. Unfortunately in may cases, diligence 
has less relevance to success than the capacity for larger and more efficient 
memory, or the ability to approach a problem with more efficient solutions. 
Thus the ideological contents on diligence found in the English textbooks help 
to obscure the real sources of domination by the relatively more educated 
people, and the result is that it produces diligent, but unhappy, and dissatisfied 
individuals in the society who eventually realize that hard work alone will not 
bring them the success and fortune that they had hoped for and thought that 
9
 For a detailed discussion on the hegemony of the classes in South Korea, 
dominated by the "bourgeoisie", see Eckert (1991). 
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they could attain. Without admitting that their failure resulted from lack of 
other abilities, these hard working individuals may develop a bitterness for 
the less hard working but more successful individuals in the society. 
The third type of ideological content that puts more than half of the 
population in a dominated power relation is that of the dissimulations of sexual 
dominance. The strategies involved in this process are obscuring and 
distorting the significance of women's roles in society, legitimizing the 
authority of men, and enforcing the value of selflessness, particularly on 
women. This facet of the English textbooks in South Korea is rather incredible 
considering the fact that in real life, great strides have been taken both by 
various women's rights organizations and the society at large to change the 
unequal power relations between women and men. Perhaps the notion of 
male-superiority has become such second nature to some Korean men (and 
some women, too) that they do not realize their deep-rooted feelings of 
domination over women. 
Therefore when there is a single male author for the English textbooks (as 
in the case of the middle-school textbooks) he may not be aware of his male 
chauvinism as he writes, adapts, or selects the reading materials. However, this 
cannot be an excuse for the Ministry of Education since the people involved 
here are responsible for shaping the minds of the next generation. Through 
the ideological contents that dissimulate sexual dominance, the English 
textbooks are allowed to contribute toward a whole generation gap between the 
women and men of the same generation, especially in terms of their opinions 
on equal rights for both sexes. In other words, sons share the notion of male-
superiority that is identical to their fathers while daughters are beginning to 
rebel against their mother's submission to this notion. This is the gap that 
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produces men in South Korea that still believe that the women's places should 
be in the home, and especially in the kitchen. 
This is also the kind of feeling that generates men's animosity against 
women who are successful: chauvinistic males tend to either degrade 
successful women with slandering remarks alluding to sexual favors in 
exchange for promotions, or hate successful women for taking away the men's 
chances of attaining the success that the women enjoy. In college these 
sentiments are allowed to surface in public, and men openly hold women with 
good grades responsible for their failure in getting better grades or obtaining 
good jobs. At times, men feel that they have the right to ask women to step 
aside in the job interview lines because they believe that women are not 
committed to earning a living and that women will eventually end up being 
wives of men. 
Finally, a fourth type of ideological manifestation in the South Korean 
English textbooks hides the prejudices against some people in the society with 
specific characteristics such as obesity. The contents in the middle school 
textbooks specifically promote the beliefs that it is alright to "laugh at" people 
that are overweight, sneer at people who tend to spend a lot of money on food, 
and make fun of people who cheer the Korean basketball team and think that 
the Korea team can win a game. In spite of such content, if the students learn 
through other channels that they should not discriminate against certain 
people and that prejudices are undesirable for the harmonious co-existence of 
everyone in the society, they will at least learn that people that are able to 
exhibit the opposite characteristics such as thinness, fitness, popularity, or 
even a distorted version of fairness, have the right to feel a certain 
superiority over others. Moreover, those people that happen to have the 
discriminated characteristics may develop a low self-esteem of themselves and 
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further put themselves in the position to be discriminated and pushed aside in 
society even when they deserve to be recognized for other qualities as 
contributing members of the society. 
The four types of ideological contents in the South Korean English 
textbooks that have been discussed so far share the common purpose of 
dissimulating specific power relations that are negative and repressive for 
some discriminated people in the society if not the majority of the population. 
Thus they are covert manifestations of ideology in the South Korean English 
textbooks. Other more overt manifestations of ideology was found to exist in the 
legitimation of current regime through the embellishment of social reality; 
and enforcement of certain social values such as sharing, helping other, good 
manners, patience, national pride, and wisdom. In contrast to the negative 
power relations promoted through the dissimulative functions of ideology, 
these ideological contents tend to concentrate on the pleasant conditions of 
life in South Korea and thus help to maintain the legitimacy of the current 
regime, not through repression and domination but through mutual consent to 
the satisfactory state of affairs. Thus it seems fair to say that the power 
relations underlying the embellishments of reality and the enforcements of 
certain social values are more positive for the majority of the people because 
they create a feeling of happiness about the present and hope for the future. 
The question that remains is, will the current social, political, and 
economic state in South Korea continue to persist in the future and maintain 
the same power relations as those that have been discussed above? The only 
significant variable to this question seems to be in the future relationship 
between North and South Korea. Some people predict that the two Koreas will 
be unified within a decade. Some less optimistic predictions say that we might 
have to wait another half century before we see the unification of the two 
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Koreas. However, most people agree that the future will inevitably bring 
unification of the two Koreas in which South Korea will be the survivor. In 
any event, the social circumstances within South Korea are not likely to 
change. This means that we may continue to see similar manifestations of 
ideologies and power relations in English language textbooks unless "critical 
language awareness" (Fairclough, 1989, 1992c and d) is brought into the realm 
of education in South Korea. 
6.3. Comparisons between North Korea and South Korea 
The main purpose of this section is to compare the types of power relations 
in the two Koreas, represented in the English textbooks, that have been 
discussed in the above two sections. Among those power relations that can be 
found in both Koreas, some are similar, while others are contrasting in 
content, i.e., the dominance relationships caused by the specific types of 
power relations. There are also some power relations that are unique to each 
country. 
First, the most important similarity of the two Koreas is the hegemony of 
English maintained through the pragmatic power of English. In both 
countries, political leaders, educators and students alike share the belief that 
English is the medium of various scientific and technological knowledge that 
is necessary for the development of the country. Further, they both share the 
opinion that English is the medium of international communication. 
Another main similarity is the hegemony of men over women. In both 
Koreas, men are implicitly presented as the dominating groups who benefit 
from the selfless service of women. Other similar characteristics can be found 
in the various types of enforcement of social values such as diligence, 
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patience, politeness, and wisdom. These are reflections of the fact that the two 
Koreas are still one nation in maintaining traditional thoughts about the value 
of continuing the family name through sons, the value of hard work, the 
importance of humility in persisting social harmony, and the emphasis on 
sagacity in dealing with affairs that involve the interests of several 
individuals or groups. All these values have become so common sensical in 
both countries that not many people have second thoughts about them. 
There are other power relations that are also similar in the two Koreas in 
their form, but not in content. Two main ones that have been observed in the 
English textbooks are class domination and cultural domination. In their 
typology, they are find both in North Korea and South Korea. However, there 
is a fundamental difference in the two Koreas in terms of the contents of these 
power relationships. In North Korea, the dominant class is the working class 
that makes up the majority of the population. On the other hand, in South 
Korea, the dominant class is the wealthy and educated intellectuals who are 
minorities in the society. Further in North Korea, the dominant culture is 
portrayed as the communistic culture within the country while in South Korea 
the dominant culture is described as the advanced capitalistic countries such 
as the United States. 
One particular power relation that is found only in the North Korean 
textbooks are idolization of political leaders. As defectors from North Korea 
have testified, the education of North Korea has more or less succeeded in 
imparting this ideological power relation to all growing children, and now, 
after fifty years of ideological indoctrination, most people genuinely love and 
respect the late Kim II Sung and the new leader, Kim Jong-Il. However, one 
must acknowledge the fact that the dissemination of ideology was not solely 
responsible for this outcome. Overt and direct repression and persecution of 
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any dissident opinions played an important role in universalizing this power 
relation in North Korea. 
The feature that is unique to the power relations in South Korea, in 
comparison with North Korea, is that some minority groups such as obese 
people and unpopular people are openly discriminated against. In this vein, 
perhaps one should also note that obscuring the existence of other minority 
groups is also a very strong form of discrimination. For example, every single 
American described in the texts and pictures in the English textbooks is fair-
skinned. and has light colored hair. It creates the impression that the United 
States is a country of one nation. This is consistent with the portray of Korea as 
a country of one nation, in both blood and tradition. On the one hand, this 
perpetuates racial discrimination against Americans that are not Caucasian. 
and on the other, this implies discrimination against Koreans that are not of 
"true" Korean blood (e.g., naturalized citizens of Korea with Chinese, Japanese, 
or western ethnic backgrounds and children born from interracial 




The conclusions of this study can be reached at three different levels, first 
in terms of the methodology that it has provided for the study of language, 
ideology, and power; second in terms of the findings that show the 
relationships among language, ideology and power in the English textbooks of 
North and South Korea as well as within the society of the two Koreas; and 
finally in terms of the suggestions that can be made based upon these findings 
that may improve the English language education in the two Koreas. The 
following sections discuss these three conclusions. 
7.1. Methodology 
Thompson (1984, 1987) is more or less responsible for highlighting the role 
of language in the manifestation of ideology and power relationships (see 
Chapter 1). Moreover, he should be credited for bringing together the 
thoughts of several other sociologists (specifically Bourdieu and Habermas) 
and linguists (namely the Hallidayan researchers, Hodge, Kress, and Fowler), 
and thus providing a rough draft of methodology in terms of the three step 
analysis, i.e., contextual, textual, and interpretive. 
However, the methodological suggestions by Thompson were not sufficient 
to provide a concrete and systematic methodology that may serve as a 
blueprint to the study of language, ideology, and power. He voices just such 
concerns in his own final words to his landmark article, "Language and 
ideology: a framework for analysis" that appeared in The Sociological Review: 
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... language is not simply a structure or system which can be 
employed for communication, but a social-historical phenomenon 
which is embroiled in human conflict. ... To show in detail that this 
perspective may shed light on important features of social life, that 
these features may be studied in a systematic, critical and justifiable 
way, remains the task of further reflection and research. 
(Thompson, 1987: 535, emphasis added) 
Therefore, one of the major contributions of this study may be found in the 
fact that indeed a systematic approach to the study of language, ideology, and 
power is presented that may be applied to the study of any linguistic text. The 
methodology that has been used successfully in this study is summarized as 
follows: 
TABLE 10. Summary of Methodology for the Study of Relationship 
among Language. Ideology, and Power 
Contextual analysis: -provides the historical context 
that is relevant to the analysis of 
language use in the present. 
-provides the social context that is 
relevant to the analysis of the 





3. Linguistic analysis: 
-provides the topical and thematic 
analysis of the text in general. 
-provide the detailed analysis of 
each piece of text in their 
prepositional content. 
-provides the analysis of the 
specific manifestation of power 
relations that the ideological 
contents serve to create, re-create, 
and maintain. 
-provides the analysis of the 
specific linguistic devices (e.g., 
the narrative, grammatical and 
lexical structures) employed in 
the text so as to facilitate the 
various operations of ideology. 
1 
Interpretive analysis: -provides the analysis of the types 
of power relations that underlie 
the manifestations of ideology. 
-provides the analysis of the 
functions of the social institutions 
that serve as the medium of the 
manifestation of ideology and the 
maintenance of power relations. 
7.2. Findings 
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The findings of this study has shown beyond a reasonable doubt that the 
English language textbooks manifest various types of ideologies that serve the 
interests of specific power relations that are positive for some z.nd at the same 
time negative for others. The following table illustrates the ideology and the 
power group behind the ideology that are sustained through the contents of 
the English textbooks of the two Koreas. 
TABLE 11. Summary of Ideologies and Power Groups 
Represented in the English Textbooks of Two Koreas 
NORTH KOREA 
IDEOLOGY 
diligence is a desirable 
social value which guarantees 
success in ones efforts 
learning English will 
make it possible to propagate Juche 
idea and obtain scientific and 
technological information 
women serve men 
because men are superior to women 
POWER GROUP 
working class (majority) 
English as world 
language 
men (about half) 
communist ideas, 
specifically Juche idea is the social 
ideology that brings social justice and 
individual happiness 
Kim II Sung and Kim 
Jong 11 are god-like figures with 
absolute authority and power 
some characteristics of 
social behavior are to be desired 
national holidays are 
and have always been important days 
of celebration 
the current regime (minority) 
Kim II Sung and 
Kim Jong II 
no dominance or 
repression among different groups 
the current regime (minority) 
SOUTH KOREA 
IDEOLOGY 
women serve men 
because men are superior to women 
wealthy and educated 
people are in a position to deserve 
respect and authority 
people in the western 
culture live a more leisurely, 
glamorous and happy life than 
Koreans 
DOMINANT GROUP 
men (about half) 
wealthy and educated 
people (minority) 
people in western 
culture and the western culture itself 
(minority within Korea) 
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people with certain human 
characteristics such as obesity and 
unpopularity deserve to be 
humiliated 
life in South Korea is 
relative good and most people are 
happy 
some characteristics of 
social behavior are to be desired 
learning English will 
make it possible to understand other 
cultures and obtain scientific and 
technological information 
people who have 
attained the opposite characteristics 
(e.g., thin and popular) 
the current regime (minority) 
no dominance or 
repression among different groups 
English as world 
language 
The relationships manifested in the English textbooks of the two Koreas are 
created, recreated, and maintained, in part, through English education. The 
question that one needs to ask is whether or not the preservation of such 
manifestations in English textbooks is desirable. Is this the role that language 
education is supposed to play in shaping the future generations of the society? 
I do not believe so. 
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7.3. Suggestions for Future English Language Education in Korea 
In view of the results of this study, there are several things that can be 
suggested that may help to build a more desirable approach for future English 
language education in the two Koreas. Of course there are some things that 
don't need to be changed, such as the enforcement of social characteristics 
that are desirable for the development of a more prosperous and harmonious 
society, without any social group being more dominant than others. Perhaps 
this is the kind of similarity upon which the English language education of a 
future possible unified Korea can be built. 
Unfortunately, however, there are many more things that need to be 
changed in the contents of the English textbooks. For example, this study has 
illustrated that English education contributes in a significant way (especially 
in South Korea) toward the propagation of the negative power relations 
between men and women, in which half the population is repressed. This 
aspect of the English textbooks needs to be critically re-evaluated and brought 
up to the surface so that students may develop critical language awareness 
concerning the treatment of women's characters and roles in the textbooks. 
Other types of repressive power relations that are represented in the 
English textbooks also need to be cleared with critical language awareness. 
With critical language awareness, a fundamental change is required in both 
North Korea and South Korea, concerning the objectives of English language 
education. In essence, English should be taught as a tool of communication, a 
tool for the exchange of meaningful expressions. The English language, in and 
of itself, should not be a tool for the propagation of particular ideology, nor a 
means of understanding other cultures. Only when this first step is taken in 
establishing the goal of English education as providing the people with an 
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extra mode of expressing themselves through language, then, English 
language educators can begin to find ways of eradicating the contents of the 
English textbooks of the repressive ideologies that represent the interest of 
the dominant groups in society. 
The second requirement for ideologically positive English language 
education is that the current emphasis on form must shift to an emphasis on 
content. Even though South Korean educators have claimed that the current 
approach to English teaching is on communicative competence, studies in this 
regard have found these claims to be wishful representations at best and 
willful distortions at worst (K-W Cha, 1987; S-H Lee, 1989). As long as educators 
feel that language education should be centered around the teaching of 
grammar, only a negligent amount of attention will be paid to the ideological 
content of the textbooks. In this endeavor, the most effective method, and a 
method that can indeed be manipulated by a few leaders in education, is that 
the contents of entrance examinations (both for higher education and for 
jobs) be changed from questions concerning grammatical forms of English to 
questions that probe for understanding of reading material and the functional 
uses of language. The grasp of grammatical form will naturally follow from 
this approach. 
Then, the final step toward establishing ideologically desirable English 
language education is in critical language awareness. English educators must 
make sure that the contents of the textbooks do not represent the interest of 
particular social groups that are dominant in the power relations of the 
society. At this point, I have to assert very strongly that I do NOT mean that the 
contents should highlight the repressive social structures that exist in the 
society. This is exactly what the North Korean English textbooks are doing with 
the distorted descriptions of life in capitalist societies. Rather, the suggestion 
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is to represent reality as it exists as well as to present possible solutions to the 
problems in society. 
For example, instead of dissimulating sexual dominance and continuing the 
repression on women, English textbooks can discuss the problem of sexual 
dominance and give room for the students to make their own decisions 
regarding the roles of women and men in the society. In this approach of 
using language in meaningful ways, students will not only learn to express 
their own ideas in English, but also learn to express them with grammatical 
accuracy. Moreover, since problems and solutions in human and social matters 
are seldom clearly black and white, this approach will also allow the students 
to develop a tolerance for ambiguity in personal opinions and a tolerance for 
lack of straight answers to social problems. Of course, I do NOT mean that 
problems such as sexual dominance should be included in English textbooks 
for elementary school children. There are many other topics such as 
descriptions of nature and scientific information that are ideologically less 
provocative. 
Since the fall of East Germany and particularly the Soviet Union at the turn 
of the last decade of the twentieth century,1 communist regimes all over the 
world have felt the consequences. This is perhaps one of the most important 
reasons for the accelerated economic depression in North Korea. In a similar 
The Berlin wall dividing the two Germanys, east and west, came down in 
November, 1990. This was an event to celebrate for everyone in the world 
who wished to see the collapse of communist regimes. Shortly after, the 
Soviet Union fell apart around the end of 1991, and the Superpower nation 
that had practically held the life-line of many communist countries in the 
world went into the realm of history. This situation has taken a heavy toll 
on small communist countries such as Cuba and North Korea. 
243 
situation, the world has already seen the massive exodus out of Cuba.2 It does 
not seem to be far away when the people of North Korea will realize the 
political propaganda and communist ideology that they have been 
indoctrinated with. Then, everything that had made up the contents of the 
North Korean English textbooks will become worthless in the eyes of the 
people. Hopefully, North Korea will acknowledge the critical situation that 
they are in and reevaluate their domestic educational systems in addition to 
their international political and economic relations. However, this seems a 
remote possibility, and the future of English education in North Korea is just as 
bleak as the current economic situations in North Korea. 
In the South, this study will hopefully serve as constructive criticism and 
English educators will start to pay attention to the contents of the English 
textbooks as well as the forms of language that are introduced through the 
textbooks. As noted several times already, there is virtually no awareness to 
the effects of the contents of language textbooks, except perhaps, in terms of 
ensuring that there is no representation of overt dissidence against the 
current regime. This attitude in English language education has resulted in 
the dispersion of ideologies that serve negative power relations that are 
repressive to the majority of the people in South Korea. It is time for South 
Korean educators to make realistic assessment of the English language 
education objectives and policies so that English language education may play 
a positive role in building equal power relations that will eventually benefit 
the growth of young minds. 
2
 Recently, the media (e.g., Time. September 5, 1994) has been reporting that, 
each week, thousand of rafters from Cuba had been rescued from the seas 
that divide Cuba and the United States. 
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In addition to critical language awareness for the evaluation of the 
contents in English textbooks, one final, and perhaps most important 
suggestion needs to be made to the South Korea educators: A large scale 
expansion of English language education is necessary for the EMPOWERMENT 
of the masses in South Korea. Most educators already agree on the importance 
of teaching English, but they do not view this as a process of empowerment, 
but merely as a process of enlarging the students' competence in grammatical 
facts about the English language. Then, the questions are: how does English 
education serve as a tool of empowerment for the people at large, and what are 
the things that need to be done in order to make English language education a 
process of empowerment? 
The first question asks why English education is related to empowerment at 
all. At first glance, the suggestion to expand English education may seem to be 
an opinion that is playing right into the hegemonic powers of English. In one 
sense, this is indeed an acknowledgment of the hegemony of English. 
However, one needs to realize that the linguistic powers of English have 
already become such a strong force that it is futile to oppose it, especially in 
South Korea. 
One particular language and a couple of states are trying very hard to fight 
against the powers of English: French in France and Quebec (Kibbee, 1993a 
and b; NichoIIs, 1994b; Phillipson, 1993). But one cannot compare French and 
Korean on the same level. They have very different histories as languages of a 
nation and languages of the world. While French was once a language of 
colonists, and while French did enjoy the status of the most important 
international language in the past, Korean was never spoken by anyone other 
than Koreans, and even today few people outside Korea consider learning 
Korean for purposes other than learning the language of one's roots (e.g., by 
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second generation emigrants to other countries). Moreover, the repressive 
methods 3 that the French government and the state of Quebec have levied 
against the people in their attempt to maintain the dominance of French over 
English are not only undesirable but also very costly (Kibbee, 1993a and b). 
Thus it is inevitable that Koreans learn to speak English. Already, the 
majority of people in South Korea feel a relative deprivation if they are not 
proficient in English. This situation is growing worse by each day, as can be 
seen in the tendency for big companies in South Korea to import expensive 
work forces from the United States.4 Even if their personal lives do not require 
a knowledge of the English language, they still feel that they lack a critical 
tool for success in life. For people who have some contact with the English 
3
 On July 1, 1994, the French government passed a new bill on the 
regulations for using French in France. In this bill, all types of foreign 
languages (especially English) are not tolerated. Anyone who violates this 
law are subjects to heavy fines and prison sentences. Any company that 
does not observe this law are no longer eligible for government support. 
Needless to say, no one in government offices can use any language other 
than pure French, free of even the slightest code-mixing of loanwords. 
Also note that the "French Only" policy in Quebec was enforced through 
the educational institutions where only French was allowed as a medium of 
instruction (NichoIIs, 1994b). 
4
 On August 23, 1994, news reports from South Korea carry that South Korean 
corporates and banks are moving toward a large scale competition in 
scouting "overseas Korean elites" (e.g., Koreans with master's and doctoral 
degrees from American universities and second generation Koreans who 
received education in the United States). The assumption that these people 
are competent in English is one of the implicit reasons for considering 
them as "elites". 
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using world, this feeling of deprivation is worse unless they possess near-
native competence in English. 
Then, the only solution that may provide the South Korean people the 
linguistic power, which they feel a lack of, is not in trying to deny the 
pragmatic powers of English, but in trying to make them available for 
everyone in the society. The important thing is that in providing English 
language education, South Korean educators need awareness of linguistic 
imperialism that is implicit in the monolingual fallacy and the native-speaker 
fallacy (Phillipson, 1992). In other words, expansion of English language 
education to lower grades in elementary education is, in principle, desirable, 
but without the awareness of the imperialistic tenets of teaching English, the 
outcome will only be the expansion of linguistic imperialism rather than an 
empowerment of the people with a communicative tool. 
Several English educators have expressed their concerns for the 
substandard level of English that is being taught to the lower grade students.5 
Actually, this is not a problem that has just appeared overnight because of the 
expansion of English education to the lower grades. If we are to compare the 
competence of English teachers with native speaker competence, we have to 
admit that the competence of teachers in middle schools and high schools are 
not much better than the competence of elementary school teachers. On the 
other hand, the elementary school teachers have the circumstantial advantage 
According to a study by professors Wu Nam-Hee and Lee Jong-Hee of 
Dongduck Women's University in Korea (reported in the Joong-ang Daily 
News, May 9, 1994), the elementary school children are subject to 
"substandard" English education due to lack of adequately trained teachers 
who are 98% Korean and 71.3% non experts. The newspaper thus claims 
that children in South Korea are learning "Konglish." 
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that the minds of elementary school children are more placid and thus more 
affectable by second language education than are the middle school or high 
school students. Thus I would actually support an all out bilingual education in 
South Korea which will enable the next generation of Koreans to become 
competent bilinguals in both languages. This will enable the ultimate 
empowerment of Koreans in terms of obtaining the powers of English. 
But in the minds of those educators who have become prisoners of 
"imperialistic" ideas on the teaching of English, anything less than native-
speaker competence (especially in accuracy) is "substandard" English The 
point is that this is only a problem so long as people consider the variety of 
English that may result from bilingual education in Korea to be "substandard." 
But the question is, in whose eyes is one variety of English "substandard" than 
another? Who says that everyone must learn "standard" English, and whose 
"standard" is this? In the context of South Korea, the standard English referred 
to here is, of course, American standard English. And the "substandardness" 
results whenever there is deviation from this native speaker standard. This is 
the reason why there are so few Koreans who consider themselves as 
competent in English even though they may be 90% successful in 
communicating their ideas and feelings to another English speaker. 
Thus in order to make English education a process of empowerment, the 
first notion that needs to be thrown out the window is the idea that English 
education in Korea should ideally be done monolingually and by native 
speakers so that students will learn "standard" English. As long as this notion 
of dependence on the United States for the provision of norms in English 
education persists, English education will remain a source of repression and 
linguistic hegemony and imperialism in South Korea. Thus the suggestion that 
I wish to make through this study is that the purpose of English education in 
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South Korea should be in providing the next generation Koreans with an 
alternate medium of communication in terms of attaining intelligibility in 
their uses of English where mutual intelligibility between the users of the 
varieties of English (e.g., American English, British English, Indian English, 
Singapore English, Nigerian English) does not solely depend on attaining 
native speaker competence in standard American English.6 
In conclusion, the suggestions for future English language education in 
South Korea that have been presented in this study can be summarized as 
follows: 
1. Reassess the realities of society and the pragmatic powers of English in 
considering the objectives of English education. 
2. Concentrate on English as an alternate medium of communication and 
expression of meaning. 
3. Reflect the emphasis on the contents of English education in the 
entrance examinations for higher education and jobs. 
4. Evaluate the contents of English textbooks for ideological contents that 
maintain the dominance of certain power groups in the society. 
5. Expand English education to younger children in Korea as an effort of 
empowerment in the pragmatic powers of English. 
6. Realize the imperialistic tenets in the powers of English that are 
implicit in the monolingual teaching fallacy and native-speaker model 
fallacy of English education. 
7. Break away from the native-speaker model of English education. 
Unless the above suggestions are taken into serious consideration by the 
English educators, the teaching of English in South Korea will continue to 
display repressive power relations, and it will continue to be the source of 
6
 See Smith (1992), Smith and Nelson (1985), and S trey ens (1992) for 
discussions on the issue of intelligibility in world Englishes. 
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lowered self-esteem and a feeling of deprivation by the majority of the 
population. 
As Bokamba (1990: 14-15) notes on the language policies and planning in 
African countries, 
[a] number of studies have argued persuasively that the retention of 
the status quo on the inherited colonial languages policies 
demonstrates both the lack of political will on the part of the African 
political elite (Ansre, 1976; Kashoki, 1978; Bokamba, 1976, 1981, 
1984[a]) and the existence of "elite closure" mentality (Scotton, 1978). 
Similarly, the lack of attention to the suggestions made in this study by the 
English educators in Korea will make it difficult for them to refute the 
allegation that they are reluctant to let go of their "elite closure" mentality. 
Beyond the study of the relationships among language, ideology, and power 
in the English textbooks of North and South Korea, continued efforts in 
establishing such relationships in the English textbooks of other EFL countries 
are needed. Of particular interest in this regard would be the English textbooks 
of countries such as China, Japan, and Taiwan, among many others. The 
specific circumstances of English education in these countries are in some 
ways very similar to Korea, but there are also very distinctive social, political 
and educational features of each country that warrant separate investigations 
of ideologies and power relationships in the English textbooks. 
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APPENDICES 
A. READING TEXTS IN NORTH KOREAN ENGLISH TEXTBOOKS 
ENGLISH for Senior Middle School 4. 
(Fourth Edition) Foreign Languages 
Books Publishing House 1990, 
Pyongyang (7571 words) 
Lesson 1. The Shining Torch of 
Juche 
1. Basic Sentences 
There is a picture hanging in the 
wall. 
We can see a flying airplane in it. 
The airplane is flying round the 
world. 
We can also see the shining torch of 
Juche. 
The torch of Juche is shining all 
over the world. 
2. Dialogues 
(1) 
A: What are you doing, Ok Sun? 
B: I'm looking after a baby. 
A: How pretty it is! Who is this 
sleeping baby? 
B: It's my aunt's baby. 
A: Who's that little child smiling at 
us? 
B: It's her child, too. 
A: What a lovely child it is! 
(2) 
A: Here we are at the zoo. Let's go to 
the bird cage first. 
B: Good idea.... 
A: What's that bird sitting on the 
b ranch? 
B: It's a parrot. 
A: What are those birds over there? 
B: They're pheasants. 
A: How beautiful they are! 
B: Now, let's go and look at the 




We are fourth-year pupils now. 
We have a new class-room. On the 
front wall there are the portraits of 
the fatherly leader Marshal Kim II 
Sung and the dear leader Mr. K i m 
Jong II. 
We have three windows on the 
left side of the room and two doors 
on the right side. We have many 
desks and chairs. There is a table 
standing in front of the black-
board. 
There is a map hanging on the 
side wall. We have a wall-
newspaper board on the back wall. 
There are four florescent lamps 
hanging from the ceiling. 
In this classroom we have five 
or six classes a day. We study hard 
in this nice classroom. 
We have a short break of ten 
minutes between classes, but we 
have a long break at noon. We go 
home for lunch. 
Lesson 2. I'm Glad to Meet You 
1. Basic Sentences 
May I introduce myself? I'm In Ho. 
How do you do, In Ho? 
I'm Nam Su. 
How do you do. Nam Su? 
I'm glad to see you. 
I'm very happy to know you. 
You're new here, aren't you? 
Yes, I came here to see the school-
master. 
2. Dialogue 
A: Excuse me, but you're Sun Hui, 
aren't you? 
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B: Yes, I am. I'm new here. 
A: May I introduce myself? I'm Ok 
Sun. 
B: How do you do, Ok Sun? 
A: How do you do, Sun Hui? I'm very 
glad to meet you. 
B: I'm very pleased to know you, too. 
A: Let's go there to meet our 
classmates. 
B: All right. 
3. Reading 
In Ho's Diary 
Saturday October 5 Fine and Warm 
I saw an old man on my way 
back home after school. He was with 
his grandson and granddaughter. 
He wanted to go to the bus stop, but 
he did not know the direction. I 
directed him to it. He said, "It is very 
kind of you." 
I was happy to be helpful to 
them. 
Sunday October 6 Fine and Cool 
Wanted to vis i t my 
grandparents. They live at a farm 
village. 
Got up early. Washed and dressed 
myself quickly. But my younger 
sister took a long time to dress 
herself. She was charming in a fine 
dress. 
Soon after breakfast, left home 
with my sister. It was fine. Was 
lucky. Took the bus and arrived at 
the village. It was my mother's 
home village. My grandparents 
were glad to see us. We had a good 
time there. 
They work on a farm and take 
good care of the crops. They work 
hard to have a rich crop every 
year. 
Lesson 3. English Is Spoken in Class 
1. Basic Sentences 
He writes a letter in English. 
A letter is written in English by 
him. 
They speak English in class. 
English is spoken in class. 
We make these desks of wood. 
These desks are made of wood. 
We make cement from stone. 
Cement is made from stone. 
2. Dialogues 
(1) 
A: Let's talk about foreign 
languages. 
B: All right. 
A: What foreign language can you 
speak? 
B: I can speak English, but a little. 
A: English is spoken in England, 
isn't it? 
B: Of course, it is. English is spoken 
in America, Canada and 
Australia, too. 
A: What language is spoken in 
Japan? 
B: Japanese. Japanese is spoken in 
Japan. 
(2) 
A: Let's talk about science. 
B: Yes, let's. 
A: What's your handbag made of? 
B: It's made of leather. 
A: Which is cement made of, stone 
or wood? 
B: It's made from stone. 
A: Which is the test tube made of, 
glass or metal? 
B: It's made of glass. 
A: What's alcohol made from? 
B: It's made from ..., well, I don't 
know about it. 
3. Reading 
A Visit to a Factory 
Now we visit a machine factory 
in our city. It is a large one. The 
296 
chief engineer shows us round the 
factory. We can find many 
machines here and there. Many 
kinds of machines are made by the 
workers here. All these machines 
are made of iron. 
The chief engineer says to us 
very proudly: "Our workers work 
very hard to make more machines. 
They make lots of machines 
everyday. They send all these 
machines to many part of the 
country. And some are sent out to 
foreign countries, too." 
We are very proud of our 
country. 
Lesson 4. Let's Go Shopping 
1. Basic Sentences 
Where are you going, Sun Hui? 
I'm going to the shop. 
I want to buy some needles and 
thread. 
Let's go shopping together. 
I have to buy a handkerchief. 
How about going to that shop over 
there? 
That's a good idea. 
2. Dialogue 
A: Where are you going? 
B: I'm going to the department 
store. I have to go on some 
errands. 
A: Oh, do you? May I come with you? 
B: Of course. Let's go together. How 
about going there by under-
ground? 
A: Good idea. By the way, do you 
often go shopping? 
B: No, not very often. But sometimes 
I do. 
3. Reading 
He likes Sports 
Boys and girls like sports very 
much. After school or on Sundays 
many boys and girls go in for 
sports. Some like outdoor sports and 
other like indoor sports. Most of 
them are fond of playing football 
and ping-pong. 
In Ho is very fond of sports. On 
Sundays in summer he goes 
swimming or boating with his 
classmates. He likes winter sports, 
too. He goes skating in winter, he is 
fond of skating on the ice. He is a 
good skater. He often trains himself 
for a skate race. 
Lesson 5. When the Sun Sets. It Is 
Dark 
1. Basic Sentences 
The student is very diligent. 
He gets up early before the sun 
rises. 
He works hard at college. 
When the sun sets, it is dark. 
After it is dark, he comes back 
home. 
2. Dialogue 
A: When do you go to bed at night? 
B: I go to bed when the clock strikes 
ten. 
A: When do you wake up? 
B: I wake up when the alarm-clock 
rings. It rings at six. 
A: What do you do after you wake 
up? 
B: I get out of bed and take morning 
exercise. 
A: When do you wash your face? 
B: I wash my face before I have 
breakfast. 
A: What time do you go to school? 
B: At half past seven. I leave home 
for school when I'm ready. 
3. Reading 
In the Morning 
My alarm-clock rings at six. 
When it rings, I get out of bed and 
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open the windows. I make bed and 
go out for morning exercise. After I 
take exercise, I go into the bath-
room. I keep my tooth-brush and 
tooth-paste on the shelf. I turn on 
the tap. 
While the water is running into 
the basin, I clean my teeth. 
Then I wash my hands, face, 
ears and neck with soap and water. 
After I wash them, I dry myself 
with a towel. 
I have a mirror in the bath-
room. I stand in front of it and comb 
my hair. I go back to my room after 
I wash myself. 
When I come back to my room, I 
take off my pyjamas, dress myself 
and hear the news on the radio for 
a while. Then I have breakfast with 
my parents. After breakfast I go to 
school. Before I leave home, I look 
into the mirror, tidy myself and 
straighten my cap. 
Lesson 6. Have You Anything to Do? 
1. Basic Sentences 
Have you anything to do this 
afternoon? 
No, I have nothing to do. 
I finished all my work this 
morning. 
Will you please help me then? 
I have something to fix up. 
With pleasure. I will help you. 
2. Dialogue 
A: In Ho, It's time to go to school. 
B: I know, Mum. I'm ready. Mum, 
will you please give me 
something to eat for my lunch? 
A: Why? Won't you come and have 
lunch at home? 
B: No, I can't. I have something to do 
at lunch time. It's an important 
task from the organization. 
A: Oh, I see. Wait a moment. I will 
give it to you. Here it is. 
B: Thank you. 
3. Reading 
A Poor Little Girl 
There was once a little girl 
living in England. Her name was 
Jane. She had no parents. She lived 
alone. Nobody took care of her. 
Nobody gave her food to eat. 
Jane lived in a country before, 
but she came to the town. It was cold 
winter. It was snowing outside. 
She was carrying some matches 
in her little hands. She was trying 
to sell them. She was crying. 
"Matches, please." But no one 
stopped to buy her matches. She was 
very cold and hungry. 
The rich men took good meals 
every day, but she had nothing to 
eat. She was looking for someone to 
buy her matches but no one did. 
It was late evening. It was very 
cold outside. She was still walking 
here and there to sell her matches. 
Now she was very tired and hungry. 
At last she could not walk anymore. 
She sat down under the window of a 
house. 
The next morning the sun was 
shining on her, but she did not 
move. She was dead. 
Lesson 7. I Know That You Are Busy 
1. Basic Sentences 
I fear that it's going to rain soon. 
I want you to bring me a raincoat, 
In Ho. 
I'm sorry I can't. I have no time 
now. 
I know that you're busy. 
But please do me a favor, will you? 
AH right. 
2. Dialogue 
A: What's the matter with you, Ok 
Sun? 
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B: I have a headache. I think I have 
a cold, and I can't get rid of it. 
A: I'm sorry to hear that. How do 
you feel? 
B: A little better. But the doctor says 
that I must stay in bed. 
A: I hope that you'll get well soon. 
B: Thank you. Will you do me a 
favor? Please ask my sister to 
come here. 
A: With pleasure. 
3. Reading 
Poor Tom Died 
Tom was a little American boy. 
He was a Negro boy. His family was 
very poor. 
It was winter now. The cold wind 
blew hard, but Tom wore thin 
clothes. He had no warm clothes. 
One day he came home and went 
to bed. His head was hot. His mother 
put her hand on his head. She 
found that he was ill. 
"Tom," she said, "Your head is 
hot. You have a high fever. You are 
sick now. You must stay in bed." 
"We must take him to the doctor," 
said Tom's father. 
"No, Tom must stay in bed," said 
his mother. "He is very sick. Ask the 
doctor to come here. Tell him that 
we have no money to pay him now. 
Ask him to wait for the money." 
Tom's father went for the doctor, 
but soon he came back alone. He 
said that the doctor did not want to 
come. 
The doctor said, "I am a white 
doctor and I don't go to see a black 
patient." 
Tom's mother was very sad to 
hear that. She began to weep. Tom 
was very sick for a long time. At last 
poor Tom died. 
Lesson 8. He Looks Happy 
1. B?"! Sentences 
Whais Ciol Ho doing there? 
He's trying to lift the big trunk. 
He seems to be very weak. 
He looks weak, but he's strong. 
He's strong enough to lift it. 
2. Dialogue 
A: Choi Ho, there's a telephone call 
for you. 
B: Thank you, Dad. Hello, this is Choi 
Ho speaking. 
C; Hello, Choi Ho. This is Nam Su. 
B: Please speak a little louder. I can't 
hear you well. 
C: O.K. When shall we have a test in 
English? 
B: I think we'll have it next Friday. 
C: Oh, I have no [sic] enough time to 
prepare for it. 
B: You don't say so. We still have 
three more day. 
C: But I also have some other things 
to do. 
B: You seem to be very busy. 
3. Reading 
The Sun, the Earth and Stars 
When we look up into the sky, 
we can see the bright sun. The sun 
shines bright in the sky. While the 
sun shines in the sky, it is day. 
When the sun sets, it is dark. 
When it is dark after the sun sets, it 
is night. At night the moon 
sometimes shines bright. You can 
see houses, trees and bushes in the 
moonlight. 
Moonlight is not so bright as 
sunlight. You can read books in the 
sunlight, but moonlight is not 
bright enough to read books. 
The sun is the center of the solar 
system. The sun is very bright. It 
gives a strong light. Sometimes the 
moon looks very bright, too, but it 
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does not give any light at all. It just 
reflects the light of the sun. 
There are a great number of 
stars in the universe. 
Stars give some light to the 
earth, but starlight is not so bright. 
The earth moves round the sun. 
The earth seems very large to us, 
and the sun does not look so large as 
the earth. But it is much larger 
than the earth. Scientists tell us 
that the sun is about 1,300,000 (one 
million three hundred thousand) 
times larger than the earth. 
The moon moves round the 
earth, and it is smaller than the 
earth. The moon is a satellite of the 
earth. The earth has a diameter of 
about 7,900 (seven thousand nine 
hundred) miles. The diameter of the 
moon is 2,160 (two thousand one 
hundred and sixty miles). 
The moon looks much larger and 
brighter than stars. But stars are 
far larger and brighter than the 
moon. Stars are much farther away 
from us. So they look smaller than 
the moon. 
Lesson 9. I Know How to Drive a 
Tractor 
1. Basic Sentences 
You know how to drive a tractor. 
But I don't know how to drive a 
tractor. 
If I learn it, I shall be able to drive 
it. 
I know where to learn it. 
I am going to learn it from 
tomorrow. 
I want to know how to work the 
engine, too. 
2. Dialogue 
A: We're going on a picnic to Mt. 
Myohyang tomorrow. 
B: Oh, it sounds very interesting. Do 
you know how to go there? 
A: Yes, we know. 
B: How long does it take from here 
to there? 
A: If we take the train, it will take 
two hours. But if we go there by 
bus, we shall arrive there in 
three hours. 
B: Do you know where to stop? 
A: Sure, We must stop at Hyangsan 
Station. 
B: I hope you'll have a pleasant 
picnic. 
A: Thank you. 
3. Reading 
At the Library 
There is a children's library in 
In Ho's town. The library is not far 
from his house. He likes to read 
books very much. He is a great 
reader. When he has spare time, he 
goes to the library to read books. 
If you go into the library, you 
will see a large room. There are 
many bookshelves in the room, and 
all of them are full of books. 
There are many kinds of books 
in it. There are picture books and 
story books for young boys and 
girls. For older children there are 
novels, books on history, science, 
music and so on. 
In Ho is very much interested in 
books on science. When he goes to 
the library, he takes out a science 
book. He knows how to take out 
books there. And also he knows 
where to read them. 
When he gets a book, he goes 
into the reading-room. He reads 
books there almost every day. 
Sometimes he gets a thick book, and 
he cannot finish it that day. If he 
cannot finish it, he must return it 
and come again for the book next 
day. 
He studies science very hard. 
Now he has much knowledge of it. 
He will be able to solve some 
problems on science. He will 
become a good scientist in the 
future. 
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Lesson 10. Hurry Up. and You'll 
Catch It 
1. Basic Sentences 
Shall I be in time for the 9 o'clock 
train? 
Hurry up, and you'll catch it. 
But if you don't hurry, you'll miss it. 
Will you please tell me the time? 
Certainly. It's a quarter to nine. 
Now, take this bus, or you'll be late. 
2. Dialogue 
A: Excuse me, but will you please 
show me the way to the station? 
B: With pleasure. Go straight along 
this road for about 7 minutes, 
and you'll find a post-office 
there. Please ask your way there 
again. 
A: Thank you very much. 
B: Not at all. 
A: Excuse me, but will you kindly 
tell me the way to the station? 
B: Certainly. Turn to the left at that 
corner, and you'll see the 
station. 
A: Can I catch the train for Nampo? 
B: Hurry up, or you'll miss it. 
A: Thank you. 
3. Reading 
Our National Holidays 
Look at the calendar, and you 
will find red-letter days on it. The 
year begins with January 1. It is 
New Year's Day. 
Some of the red-letter days are 
our national holidays. April 15 is 
the birthday of the great leader 
Marshal Kim II Sung. It is the 
greatest national holiday for us. We 
have the happiest holiday in 
February. The 16th of February is 
the birthday of the dear leader Mr. 
Kim Jong II. We all celebrate the 
days. 
May 1 is May Day. It is a holiday 
for the workers of all countries. 
We have our National day in 
September. The ninth of September 
is the birthday of our Republic. 
October 10 is another big holiday. It 
is the birthday of the Workers' 
Party of Korea. 
We are very happy under the 
warm care of the fatherly leader 
and the dear leader. 
Lesson 11. They Keep Food Warm 
1. Basic Sentences 
Supper was made by Mother. 
The table was laid by Ok Sun. 
Spoons, chopsticks and others were 
put on it 
Mother called her a good girl. 
They waited for Father. 
They had to keep food warm. 
2. Dialogue 
A: Oh, the room was cleaned up. Who 
cleaned it up? 
B: Sun Ok did. 
A: She made a good job of it. She 
always keeps the room neat and 
tidy, doesn't she? 
B: Yes, she does. 
A: I'm sure Mother will be very 
happy to find it clean. 
B: She always makes Mother happy. 
A: That's why Mother calls her a good 
girl. 
3. Reading 
A Beautiful Town 
My uncle lives in town. I called 
on him last month. I found the town 
very beautiful. It had a broad road. 
It had green trees along the road. 
My uncle's house was near by it. 
The town was on a river. The 
river was very wide and there were 
many sorts of fishes in it. It was on 
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the east side of the town. The river 
made the town more beautiful. 
The town had a park. They called 
it Children's Park. It was in the west 
of the town. There was a cinema 
house near by it. There were 
apartment houses on both sides of 
the road. 
A high mountain was seen to the 
north of the town. The mountain 
was green with trees. It was a 
beautiful mountain. 
There were wide fields in the 
suburbs. They were to the south of 
the town. They were covered with 
plants and crops. I found them 
fresh and green. 
The town was beautiful, indeed. 
My uncle was very proud of it. He 
called it "my beautiful town". He 
said to me, "We always keep our 
town clean and beautiful, you 
know." 
Lesson 12. The Stars Can Be Seen at 
Night 
1. Basic Sentences 
I like to look at stars at night. 
The stars can be seen on a clear 
night. 
Millions of stars twinkle in the sky. 
The night sky is full of wonders. 
The wonders will be found out some 
day. 
2. Dialogue 
A: What are you doing now, Man Su? 
B: I'm preparing for a club meeting. 
I belong to the physics club, you 
know. 
A: What will be discussed in the 
meeting? 
B: We shall have a scientific 
discussion on an experiment in 
physics. 
A: Are you going to discuss? 
B: Yes. Some results on my 
experiment will be discussed. 
A: Some scientific problems can be 
solved, I think. 
B: I hope so. 
3. Reading 
The Climate in England 
England has a bad climate. The 
weather is so changeable. One day 
may be fine and the next day may 
be wet. When you go to bed, 
twinkling stars can be seen in the 
clear sky, and when you wake up, 
the sky may be covered with heavy 
clouds. You can never be sure about 
the weather in England. 
When two Englishmen meet, 
they usually talk about the weather. 
If it is nice and warm and the 
sun is shining bright, a person 
says, "It's a lovely morning, isn't 
it?" and the answer is "Yes, it's 
wonderful weather." If it is raining 
and the sky is grey, everyone is 
wearing a raincoat or carrying an 
umbrella, and he says, "Isn't the 
weather awful!" 
The weather changes very 
often, so it is quite important for 
the English people. Every 
newspaper gives a weather 
forecast. Both the radio and the 
television broadcast news about the 
weather several times every day. "It 
is warm in the morning, but it will 
be chilly in the afternoon." or "The 
earth will be covered with heavy 
snow." 
Our country has a good climate. 
How happy we are! 
Lesson 13. We Worked Hard so as to 
Finish It 
1. Basic Sentences 
Today we went to the mountains to 
plant trees on. 
We left early to have plenty of time 
for it. 
302 
We worked hard so as to finish it in 
the morning. 
Just before noon we finished all the 
work. 
Like this, we plant trees every year 
in order to cover all the 
mountains with fresh green. 
2. Dialogue 
A: What are you doing with your 
bicycle? 
B: I'm checking it so as to repair it. 
A: Do you know how to repair it? 
B: Of course, I do. 
A: What's wrong with your bicycle? 
B: There's something wrong with 
the wheel, and one of the tyres 
is flat. 
A: Will it take you long? 
B: No, it won't, but why? 
A: Well, I came here in order to 
discuss something with you. 
B: Please wait for a while. 
3. Reading 
Preparing for a Demonstration 
Tom has a brother and a sister. 
His sister Jane works at a small 
factory. She is a typist. There are 
only 60 workers there. They 
produce musical instruments, for 
instance, pianos, organs, violins, 
guitars, drums and so on. She is glad 
that she has a job now, but she is 
not happy to see her brother John 
out of work. 
John also worked here as a 
driver, but he lost his job two 
months ago. He visited many other 
factories so as to ask for work. They 
always told him that they could not 
help him. Jane asked her manager 
for John's work, but there is no 
work for him at the factory. She 
knows that 10 or 20 of the 60 
workers will lose their jobs in a few 
months. 
Jane, John and her friends come 
to the youth club every evening in 
order to prepare for a 
demonstration. 
Now the young workers are 
busy. They are making banners and 
placards with words SAVE OUR JOBS 
and GIVE US WORK. 
Lots of workers will demonstrate 
for jobs in a few days. 
Lesson 14. I Wish You Success 
1. Basic Sentences 
Congratulations on your winning 
the first place in the 
conversation contest! 
Thank you. 
By the way, how did you get it? 
Well, I worked hard so as to learn by 
heart all the lessons in the 
textbook. And I also did much 
practice in English conversation 
every day. 
You're a hard worker. 




A: Hello, Choi Ho. 
B: Good morning, Jack. 
A: What's the date today? 
B: It's September 9. Today is our 
National Day, you know. 
A: Is that so? Congratulations on 
your national holiday. 
B: Thank you. 
A: Don't you celebrate May Day in 
your country? 
B: Why not? It's the international 
holiday for the workers of all 
countries. I always wish them 
success in their labour 
movement. 
A: By the way, when is your 
Constitution Day? 
B: It's December 27. 
3. Reading 
Wishes and Congratulations 
When people meet each other on 
some happy days, they express their 
good wishes and congratulations. 
For example, April 15 is the 
birthday of the great leader 
Marshal Kim II Sung. First on the 
morning of the day, we wish the 
great leader a long life and good 
health. February 16 is the birthday 
of the dear leader Mr. Kim Jong II. 
We also wish the same to him. 
Here is another example. When I 
meet someone on the morning of 
New Year's Day, I say, "Happy New 
Year!" Then he greets me, "The 
same to you!" 
There are many red-letter days 
in our calendar. Some of them are 
our national holidays. For instance, 
September 9 is our National Day. 
When some foreigners meet us on 
the day, they say, "Congratulations 
on your national holiday!" Then we 
say, "Thank you." 
We also express the same thing 
when someone makes a success in 
his study or work. "Congratulate 
you on your passing the entrance 
examination! I wish you further 
success in your study!" Then he 
says, "Thanks a lot." 
Let's see another example. When 
we meet one of our friends on his 
birthday, we say, "Happy Birthday!" 
or "Many happy returns of the 
day!" Then he says. "Thanks." 
This is the way of being polite to 
others and making them happy. 
Lesson 15. He Swept the Fallen 
Leaves 
1. Basic Sentences 
Nam Su is not only an early riser 
but also a hard worker. 
When he rises, he goes out to sweep 
the yard. 
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This morning he found the yard 
scattered with fallen leaves. 
He swept all the fallen leaves. 
He always keeps his house and the 
yard clean like this. 
2. Dialogue 
A: Didn't Ok Hui invite you to dinner 
at 7? 
B: Yes. She invited not only me but 
also Yong Ok. 
A: Do you know how to go to her 
new house? 
B: No. Isn't her house in the 
suburbs? 
A: Yes. You take the bus and get off 
near the post office. Go straight 
along the wide paved road for 
about 700 metres, and you'll find 
a park covered with fresh 
green. Ok Hui's house is opposite 
the park. 
B: Thank you, Mum. 
A: Will Ok Hui cook the dinner for 
us? 
B: Of course, she will. Your cousin is 
a good cook. 
3. Reading 
The Old Man and the King 
An old Indian man heard that 
the King liked to talk to clever 
people. "I want to go and see the 
King," he said. "People say that I'm 
not only clever but also 
intelligent." 
So he took his stick and went to 
the capital. He went to the King's 
palace and stopped in front of it. 
The old man was very poor and 
wore old town clothes. He said to one 
of the soldiers that he wanted to talk 
to the King. 
When he saw the old man, the 
King dressed in fine clothes said to 
the soldiers. "No, I don't want to talk 
to that man. His clothes are old and 
dirty." 
The old man went to a friend's 
house in the capital. "Why are you 
here in the capital?" asked his 
304 
friend. "People say that the King 
likes to talk to clever people," the 
olo man said. "So I came to talk to 
him." 
"And what did he ask you? He 
likes to ask questions." 
"I was in rags, so he didn't want 
to talk to me." 
"I see," said the friend. T can 
give you new clothes. Put them on 
and go to the palace again." 
Next morning the old man put 
on the new clean clothes and went 
to the palace again. The King 
thought that he was a rich person. 
"Welcome to my palace! Come 
in," the King said. He led the old 
man into the large room. The old 
man saw a grand dinner on the 
table. 
"Please sit down and help 
yourself, my friend," said the King. 
They sat down. The King began 
to eat, but the old man did not eat. 
He put some food into the pockets of 
his new coat. 
"Why do you put the food into 
your pockets?" asked the King. 
"Yesterday I came to this palace 
in old town clothes," replied the old 
man, "and you didn't want to talk to 
me. Today I came in new fine 
clothes, and you invited me to 
dinner. So I understand that this 
food is not for me. It is for my new 
clothes." 
ADDITIONAL MATERIALS 
1. The Ant and the Grasshopper 
(It is summer now. The day is hot 
and sunny. An Ant is working near 
its little house. It is making a 
storehouse.) 
The Ant: Oh, how hot it is! And I'm 
very tired; but I mustn't rest. I 
must work. 
(And who is this? Who is coming 
here? It is a Grasshopper.) 
The Grasshopper: How do you do, 
Ant? Why are you working so 
hard this fine day? Look, the sun 
is shining bright, the sky is 
blue, it is so warm and fine! 
Don't work, Ant. Come and play. 
The Ant: No, no! Winter will come 
and the snow will cover the 
ground. Where shall we get food 
then? 
The Grasshopper: Nonsense! Winter 
will not come so soon. You have 
plenty of time! It is summer now. 
You will have plenty of time to 
work in autumn. How can you 
think about winter when it is so 
hot! 
The Ant: And what do you do all the 
time? 
The Grasshopper: Oh, I do nothing. I 
sing and dance all day long. 
Look, how I dance! Isn't it nice? 
Don't you want to dance? Let's 
dance together. 
The Ant: No, no, I have no time to 
dance. I must work. Winter is 
long and I must gather very 
much food. 
The Grasshopper: I don't like 
winter. I like summer, but I 
don't like to work in summer. 
The Ant: But you must! What will 
you eat in winter? 
The Grasshopper: I don't want to 
think about winter. Good-bye, 
friend Ant. 
(All right, Grasshopper. You don't 
want to work now. Then we shall 
see what you will do in winter.) 
(Summer and autumn are over. It is 
winter now. The first cold days are 
here. The sky is not blue and the 
sun does not shine bright. The 
Grasshopper is hungry and very 
cold.) 
The Grasshopper: How cold it is! 
There are no leaves on the trees. 
There are no flowers in the 
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woods. I am cold and hungry. 
What can I do? Oh, here is friend 
Ant's house. 
(It comes up to the Ant's house and 
knocks at the door.) 
The Ant: Who is there? 
The Grasshopper: It's me 
Grasshopper. Let me in, please. 
The Ant: What do you want? 
The Grasshopper: Dear Ant, I'm so 
cold and hungry. I have no food. 
Please give me something to eat. 
The Ant: You danced all summer, 
friend Grasshopper. Now you 
may dance all winter as well. 
Good-bye! 
2. The Lion and the Rabbit 
Once upon a time, many kinds of 
animals lived together in one field. 
One of these was an old Lion. He was 
the strongest among them and he 
lived alone in a big cave. He was 
both wicked and fierce. Every day 
he ordered one of the animals to 
bring him food. 
One morning the Lion was very 
hungry. He saw a Rabbit and said: "I 
am hungry, rabbit. Go to the village 
and bring me a pig." 
But the Rabbit couldn't do it, so 
he stayed in his hole till the 
afternoon, when the Lion was both 
hungry and angry. At last the Lion 
roared loudly, and called the Rabbit. 
"Excuse me, sir!" said the Rabbit. 
"Don't be angry! I went to bring the 
pig but I met another lion on my 
way here. 
He took it from me although I 
told him it was for you. He is 
younger and stronger than you 
are." 
"What?" cried the old Lion. 
"Show me that lion. I'll speak to 
him." 
"Come with me," said the Rabbit 
and led him to a deep well of clear 
water. 
"Now, look into the well," said 
the Rabbit. 
"Do you see here in the well the 
head, the white teeth and the large 
eyes of another lion? Mind he 
doesn't attack you first." 
"Never mind," cried the old Lion. 
"I'll eat him up!" 
And with these words he sprang 
into the well and the Rabbit saw 
him no more. 
3. The Little Red Hen 
Little Red Hen went to the farm. 
She wanted to eat something. 
She saw something and said, "Look. 
I see some com. Who will help me to 
plant this com in the ground?" 
Green Duck said, "Not I, I do not 
like to plant com. I like to play on 
the water." 
Big Turkey said, "Not I, I do not 
like to plant corn. I like to say 
gloogloogloo." 
White Rabbit said, "Not I, I do not 
like to plant com. I like to run, I 
like to jump in the green grass." 
Little Red Hen said, "Then I will 
plant this com in the ground." 
And Little Red Hen planted the 
com in the ground. 
Some com came up out of the 
ground. 
Little Red Hen said, "The yellow 
com is ready to go to the mill. Who 
will help me? Who will take this 
yellow com to the mill with me?" 
Green Duck said, "Not I, I do not 
like to take com to the mill. I like to 
play on the water." 
Bug Turkey said, "Not I, I do not 
like to take com to the mill. I like to 
say gloogloogloo " 
White Rabbit said, "Not I, I do not 
like to take com to the mill. I like to 
run and jump in the green grass." 
Little Red Hen said, "Then I will 
take this yellow com to the mill." 
And she took the yellow com to 
the mill. 
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Little Red Hen came back from 
the mill with a bag of white flour 
and said, "I will make some bread 
with my flour. Who will help me to 
make bread with my flour?" 
Green Duck said, "Not I, I do not 
like to make bread. I like to play on 
the water." 
Big Turkey said, "Not I, I do not 
like to make bread. I like to say 
gloogloogloo " 
White Rabbit said, "Not I, I do not 
like to make bread. I like to run and 
jump in the green grass." 
Little Red Hen said, "Then I will 
make some bread with my white 
flour." 
And she made some nice bread 
with her white flour and said, 
"Look, look, the bread is ready. See 
what good bread it is. Who will come 
to eat my nice bread?" 
Green Duck said, "I will. I like to 
eat nice bread" 
Big Turkey said, T will. I like to 
eat nice bread." 
White Rabbit said, "I will. I like 
to eat nice bread." 
Little Red Hen said, "You will 
not. You will not eat my nice bread. 
You did not help me to plant the 
com. You did not help me to take 
the yellow com to the mill. You did 
not help me to make this nice 
bread." 
And Little Red Hen and her 
chicks ate the nice bread made with 
white flour. 
4. The Birds' Quarrel 
Once a certain fowler caught 
some birds in his net. The fowler 
left the net in the field and went 
home to dinner. 
The birds saw that they were 
alone and began to say to each 
other. 
"Let us try to get free. If all of us 
pull one way we can fly." 
So they flapped their wings all 
at once and pulled the net. Soon the 
net was flying. 
When the fowler came back he 
saw the flying net and ran after it. 
He said to himself: "There are 
different birds in the net. Soon they 
will start to quarrel. And if they 
quarrel, they cannot fly. Then the 
net will fall to the ground." And 
that is what happened. 
At first all the birds pulled the 
net together, but soon the crows 
began to say: "We alone are pulling 
the net. The other birds are just 
flapping their wings." 
The other birds became angry. 
"Stop your silly talk," they said 
to the crows. "We are also pulling 
the net." 
All the birds were quarreling 
now and they forgot all about the 
net. 
It fell to the ground and with it 
fell the birds. 
The fowler ran up and seized the 
net. Then he carried it home and 
put every bird in a cage. 
5. The Clever Judge 
One day a farmer and a traveller 
came to see a judge. They had a 
pretty white horse with them. The 
traveller said to the judge. "This is 
my horse. I was coming to the town 
riding on my horse. I saw this 
farmer on the road. He had no 
horse. He was tired. I let him ride 
with me on my horse. Now he wants 
my horse." 
Then the farmer said to the 
judge. "This is my horse. This horse 
works on my farm. I will not let the 
traveller take it away. Please, good 
judge, help me!" 
The judge said, "Put the horse in 
the small house in the garden. Come 
back here in the morning. We will 
see." 
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The farmer and the traveller put 
the horse in the small house in the 
judge's garden. They went away. 
The next morning the farmer 
came to see the judge. He walked by 
the small house in the judge's 
garden. 
He looked at the small house. The 
horse did not look at the farmer. 
Then the traveller came and 
walked by the small house in the 
judge's garden. He did not look at 
the small house. He did not see the 
horse. But the horse saw him. When 
the horse saw the traveller, it 
called, "Hee, hee, heeee" and it 
waved its head. 
The traveller looked at the 
horse. He waved his hand to it, and 
went into the judge's house. 
The farmer and the traveller 
went into the judge's house to see 
the judge again. The judge looked at 
the traveller and said to him. "This 
is your horse. Take it and go on 
your way." 
The traveller said to the judge. 
"Thank you, good judge. But how did 
you know this was my horse?" 
The judge said. "This morning I 
saw you and the farmer coming to 
my house. The farmer walked by 
the small house in my garden. But 
the horse did not look at him. Then 
you came and walked by the small 
house. The horse looked at you, it 
called to you and it waved its head. 
So I know this is your horse. Take it 
and go on your way." 
6. The Thermometer 
Galileo was not a doctor, but he 
wanted to help doctors. 
"When a man is ill, his blood will 
usually get hotter," he said. "How 
can we test this? How can we 
measure the heat of a man's blood?" 
"We can't," his friend replied. 
"We measure different things with 
different instruments. For example, 
we measure time with a clock, and 
we measure size with a ruler. We 
can measure weight, too. We can 
measure the amount of water in a 
pot, but we can't measure its heat. 
We haven't an instrument for that." 
Galileo made many experiments, 
and his best students helped him. 
"Look at that pot of water. Is the 
water hot or cold?" he asked them. 
"How can you know?" 
"We must touch it," they said. 
"We must feel its heat with our 
fingers." 
"Yes. But perhaps it will burn 
you! You're studying mathematics; 
so you ought to be able to measure a 
thing with numbers, not only with 
fingers. Think again. When water 
gets very hot, it will boil. Then it 
will rise up in the pot. Why does it 
rise?" 
"Because its amount will grow 
larger, when it boils. It will 
expand." 
"And when it gets cold, will it 
change again?" 
"Yes. Its amount will grow 
smaller. It will contract." 
"That's right," said Galileo. "Hot 
things expand, and cold things 
contract. When the heat of the 
water changes, the amount will 
change too. But we can measure 
amounts, can't we?" 
"Yes, we can do that." 
"So if we measure the change of 
amount, we shall measure the 
change of heat. Now we must make 
some experiments. Give me that 
test-tube, please." 
He picked up the test-tube. "If I 
hold the bottom in my hand like 
this," he said, "The air will get warm 
inside. It will get warm because my 
blood is warm. Air expands and 
contracts like water. It is expanding 
inside the test-tube." 
He waited for a minute. Then he 
continued: "Now I'm putting the top 
into a pot of cold water. If I take my 
hand off, the air will get cold again. 
When it gets cold, it will suck the 
water up the tube." 
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He took his hand off the test-
tube. "Are you watching? There. 
The water is going up the tube." 
"But it's going against gravity!" 
his student cried. 
"Yes, it's going against gravity. 
Why? Because cold air contracts, 
and it leaves a vacuum in the tube. 
A vacuum will raise water. You've 
learnt that already. Or have you 
forgotten the pump? 
He put his hand on the tube 
again. Slowly the air got hotter and 
the water went down. Now he had to 
measure these changes. 
"We must mark the test-tube 
with lines," he said, "and we must 
give every line a number. When 
the water rises and falls, it will 
reach different lines. It will 
measure the heat of air with 
numbers." 
They marked the tube with lines 
and numbers. 
Then every student made his 
own experiment. Every student put 
a hand on the glass, and the water 
always reached the same line. Why? 
Because their blood always had the 
same heat the same temperature. 
We cannot say that we measure 
the "heat" of ice. Ice is not hot! So 
we use the word "temperature". It 
covers every condition hot, warm 
or cold. We measure it with 
numbers. Very hot things have a 
high temperature, and very cold 
things have a low one. 
Galileo was pleased with this 
experiment. "It will help doctors 
with their work," he said. "When a 
man is ill, the temperature of his 
blood will usually be higher. If he 
holds the test-tube, the water will 
reach a higher number. Then his 
doctor will know the heat of his 
blood." 
This was the first kind of 
thermometer. 
7. What is an Electric Current? 
The question is often asked: 
What is meant by an electric 
current? 
Suppose we could examine the 
inside of a copper wire while a 
current is flowing. We should see 
an electron leaving one copper 
atom, moving over to the next 
copper atom, and by so doing, 
crowding out an electron there, and 
it must move ovei to a 
neighbouring atom, and so on. This 
stream of electrons moving along 
from atom to atom is called an 
electric current. 
The practical unit of current is 
called the ampere. 
Electromotive Force 
Two things are necessary to 
cause an electric current to flow: 
(1) a complete circuit, and 
(2) a driving force, called the 
electromotive force (emf). 
Suppose we were to put 100 free 
electrons on an insulated copper 
ball, what would they do? They 
would repel each other, that is, try 
to drive each other away. If we 
connect this charged ball to 
another ball of equal size by a 
copper wire, what would be the 
result? The crowded electrons would 
move along the copper wire until 
the number of electrons on each 
ball was the same. This is an 
example of an electromotive force 
causing a current to flow. 
A battery has a surplus of 
electrons on one of its two plates; so 
we say that a battery furnishes an 
electromotive force. 
If a copper wire is run from one 
plate to the other, a current flows 
in the complete circuit thus made. 
If a small bulb is placed in the 
circuit, it will light up, giving 
evidence of a current flow. 
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If the battery were disconnected 
and a generator substituted for it, 
we should have a typical lighting 
circuit. Batteries and generators are 
the two most common sources of 
electromotive force. The practical 






The above figure shows how we 
usually represent an electric 
circuit diagrammatically: (a) shows 
a battery B and key K with fixed 
resistance R; (b) shows a two celled 
battery and a variable resistance or 
rheostat R. 
Current will flow more freely in 
some substances than in others. The 
extent to which a material resists 
the flow of an electric current is 
called "resistance" and is measured 
in ohms. Copper wire, being a good 
conductor, has a very low 
resistance; iron wire is higher in 
resistance. An application of Ohm's 
Law tells us that an e.m.f. of 1 volt 
will produce a current of 1 ampere 
in a wire which has a resistance of 
1 ohm. 
Such substances as porcelain, 
ebonite, rubber, glass and silk have 
extremely high resistances and it 
requires a very high electrical 
pressure to make even small 
currents pass through them. Such 
substances are known as insulators. 
ENGLISH for Senior Middle School 5. 
(Second Edition) Foreign Languages 
Books Publishing House 1986, 
Pyongyang (6067 words) 
Song of General Kim II Sung 
Bright traces of blood on the crags 
of Changbaek still gleam, 
Still the Amnok carries along signs 
of blood in its stream. 
Still do those hallowed traces shine 
resplendently 
Over Korea ever flourishing and 
free. 
So dear to all our hearts is our 
general's glorious name, 
Our own beloved Kim II Sung 
of undying fame. 
Tell, blizzards that rage in the wild 
Manchurian plains, 
Tell, you nights in forests deep 
where the silence reigns, 
Who is the partisan whose deeds are 
unsurpassed? 
Who is the patriot whose fame shall 
ever last? 
So dear to all our hearts is our 
general's glorious name, 
Our own beloved Kim II Sung 
of undying fame. 
He served the chains of the masses, 
brought them liberty, 
The sun of Korea today, democratic 
and free. 
For the Twenty Points united we 
stand fast, 
Over our fair homeland spring has 
come at last! 
So dear to all our hearts is our 
general's glorious name, 
Our own beloved Kim II Sung 
of undying fame. 
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Lesson 1. School Has Opened Again 
Today is September 1. School has 
opened again. We have just come 
back from the long summer 
holidays. We are the fifth grade 
now. 
At the school gate I met Man Sik 
and greet him. 
"Hello, Man Sik." 
"Hello, In Ho. I'm glad to see you 
again." 
"I'm also very pleased to meet 
you." 
"Did you enjoy your holidays?" 
"Yes, I did. I had very pleasant 
days." 
"How have you spent your 
holidays?" 
"Oh, all our classmates have 
been to Wonsan. We went camping 
there, you know. We swam there 
every day. Songdowon was a very 
good seaside to swim at. Have you 
ever been to Wonsan?" 
"No, I have not been there yet. 
By the way, have you done your 
homework for the holidays yet?" 
"Yes, I have. I have already 
done." 
It is very fine today. Everything 
at school looks bright and clean. All 
the schoolboys are dressed in smart 
school uniforms. They look very 
nice. They are full of hope. I meet 
our friends and teachers. We talk 
about our holidays and new school 
life with them. 
We are really happy under the 
warm care of the fatherly leader 
Marshal Kim II Sung and the dear 
leader Mr. Kim Jong II. 
Lesson 2. A Letter 
Dear Sister, 
I arrived at the camp with my 
classmates a week ago. When we 
entered the camp, the teachers here 
welcomed us warmly. Now we are 
having a good time. 
I am going to tell you something 
about our camp life here. We get up 
early in the morning. I like it very 
much. You know that to get up early 
is my good habit. After we get up, 
we take exercise and ran along the 
seaside. 
This camp is at the seaside, and 
behind it there is a big mountain. 
Almost every day we go 
swimming in the sea or climbing 
the mountain. Yesterday afternoon 
all my classmates went out to the 
sea. Some swam in the sea and some 
played on the sand beach. I like 
swimming, so I swam. Swimming in 
the sea is a very good exercise for 
health, you know. 
The day before yesterday we 
climbed the mountain. I felt very 
tired when I came back to the camp. 
But to climb the mountain is great 
fun. 
Now I am collecting many kinds 
of plants and drawing many 
pictures. I will show you all of them 
later. 
Now we are enjoying our camp 
life. Indeed, we have nothing to 
envy in the world thanks to the 
warm care of fatherly leader 
Marshal Kim II Sung and the dear 
leader Mr. Kim Jong II. 
With love, 
Yong Choi 
Lesson 3. A Visit to the Farm 
It is autumn now. The weather is 
fine. It is neither hot nor cold. The 
sun is shining bright in the blue 
sky. 
Now I have visited a co-
operative farm with my classmates. 
My uncle and aunt work here. My 
uncle is a tractor driver on this 
farm. He has worked here for 15 
years. My cousin Choi Ho is 13 years 
old. He has lived here since he was 
born. 
311 
I have just met my cousin. He is 
much pleased to see me. 
Now he has taken us to the farm 
machine work-team. He says that 
his father works here. My uncle is 
fixing up his tractor. I greet him 
with my classmates. He welcome us 
warmly. When he has fixed it up, he 
shows us how to drive it. My uncle 
says, "It is necessary to learn how to 
drive a tractor." 
Now we have come to the 
chicken farm with my cousin. My 
aunt works here. When she sees me, 
she says, "Hello, In Ho. How have 
you been?" I also greet her. 
There are many hens, cocks, and 
chickens in the henhouse. 
It seems very interesting to look 
after them. 
Now we are looking around the 
pig farm, the fields and the 
orchard. This orchard on a hill is 
neither large nor small. The apples 
and pears are ripe now. 
From this hill we can see all the 
farm. The farmers' modern house 
are seen a little far away. Some 
tractors are working here and 
there. Some farmers are singing 
while they are working in the 
fields. How beautiful it is! 
The weather has been fine all 
day. It is very pleasant to look 
around the nice co-operative farm. 
Lesson 4. We Do Good for the School 
Ours is a model class. All my 
classmates are good at school. They 
study very hard everyday. They 
always carry books about them. 
They read many books at home and 
at the library. 
They also keep the school clean, 
and they keep their classroom in 
good order. In the morning my 
classmates come to school early. 
They sweep the school yard, clean 
the corridors and tidy up the 
classroom before school begins. 
Now school is over. Today all my 
classmates have decided to do good 
for the school. The monitor tells 
some girls to plant trees around the 
school. She also tells other girls to 
paint the fence white and the gate 
blue. She asks me to take care of the 
flower garden with Sun Hui. 
We have begun to work now. I 
see all my classmates work hard 
here and there. I see some planting 
trees, and I also see others painting 
the fence white. 
I see Ok Hui and Sun Ok paint the 
gate blue. They are humming now. I 
can hear them humming while 
there are painting. 
I am working with Sun Hui in 
the garden. I am trimming the trees 
and she is cutting the grass. Now we 
have done it. We need some water. 
We have to water the trees and 
make them grow fast. I let Sun Hui 
bring some water. Soon she is back 
with a bucket of water. We have 
watered them. 
All the work is over. Thus, we 
have done another good thing for 
the school. 
Lesson 5. The Lamb and the Wolf 
A mother sheep and her lamb 
lived together. One day the lamb 
told his mother that he wanted to go 
and play outside. 
"A big wolf lives near here. 
Don't go far away," said the mother 
sheep. But the lamb went out. He 
saw a wolf in the bush. The wolf 
wanted to catch him. 
Then the wolf said that he was 
going to eat the lamb. 
"Why are you going to eat me?" 
asked the lamb. 
"Because I'm hungry now," 
answered the wolf. The lamb was 
very sad to hear that. 
The lamb thought a moment, and 
he had a good idea in his mind. 
"I have heard you play the horn 
very well. Please play a tune. I want 
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to dance before I die, because I like 
dancing very much," said the lamb. 
"All right. I want to see you 
dance before I eat you," said the 
wolf. 
The lamb began to dance as the 
wolf played the horn. The lamb was 
dancing very well. 
"You're a good dancer," said the 
wolf. As he liked the lamb's dance, 
the wolf played the horn very loud. 
He played it louder and louder. 
The dogs heard the sound. They 
knew that it was wolfs horn. When 
they heard it, the dogs said, "Let's go 
and catch him." 
The dogs ran and ran. Soon they 
saw the wolf and the lamb. They fell 
upon the wolf and caught him. They 
killed the bad wolf. 
Lesson 6. A Sports Dav 
Today is a school sports day. It is 
going to take place at the stadium. It 
is not far from our school. In Ho 
and I are going to the stadium with 
other classmates. We are going to 
see the games and races there. 
Many schoolboys and school 
girls are already at the stadium. We 
see all the teams of the schools in 
the city. 
First there is a 100-metre race. 
Many runners are coming out. They 
are ready to run. We see our team 
there, too. They are in red 
uniforms. 
They have just started running. 
Oh, a pupil from our school is 
running ahead of others. We are all 
cheering him. 
I say to In Ho, "Do you know who 
that boy is?" 
"Don't you know who he is? He's 
my brother. He's in the fourth 
grade," says he. 
"Good boy. What a fast runner he 
is!" I say. 
At last he has breasted the tape 
in the race. Our team has come first 
in the 100-metre race. Our team has 
also come first in the 800-metre 
race. 
"Do you know what events will 
take place next?" I ask In Ho. 
"I think there will be basketball 
and volleyball games," says he. 
Then I ask him if he doesn't 
know where they're going to have a 
table tennis match. 
"I don't know where the match 
will take place." 
"Please tell me when the football 
game is to start." 
"Well, the football game is to 
start at three in the afternoon, I 
suppose." 
"Our football team is the 
strongest in the city, isn't it.?" 
"Yes, it is." 
"I must see the game in the 
afternoon." 
Lesson 7 John Smith Has No Job 
John Smith is a young worker. It 
is easy to lose a job in America, but 
it is difficult to find any work. He 
lost his job in spring. Since then he 
has tried to find one, but he has 
found no job yet. It is impossible for 
them to get a job. 
John lives a very hard life now. 
He has no job. He does not know 
what to do. He does not know how to 
live without job. 
He has found himself in the 
street. 
It is winter now. The wind blows 
hard. It is very cold. Still John has 
no work and no home. He does not 
know where to go. 
It is too cold for him with thin 
clothes. He wears an old thin jacket. 
He wears torn trousers and worn-
out shoes. The weather is too cold 
for him to stand still in the street. 
He walks about the city. He feels 
hungry, but he has nothing to eat. 
Now it begins to snow. The snow 
covers the streets and houses. John 
walks on without coat. He puts his 
hands in his pockets. At one of the 
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comers of the street, he has found a 
piece of bread thrown out from the 
near-by house. He picks it up and 
eats it. 
There is nothing given to him: 
no jobs, no home, and no food. This 
is America. He hates America. 
Lesson 8. What Do they Wear? 
Choi Ho is a schoolboy who goes 
to senior middle school. He is in 
Grade 5. He is an LSWY member. 
When he goes to school in 
spring and summer, he wears a 
white shirt and blue-black trousers. 
He has a school badge on his cap. 
Sun Hui is a schoolgirl who 
studies at senior middle school. She 
is an LSWY member, too. 
When she goes to school in 
spring, she wears a shirt and skirt. 
She has an LSWY badge on her 
skirt. 
Schoolboys and schoolgirls put 
on boots when it rains. In winter 
they wear thick clothes. The girls 
wear a warm scarf and stockings. 
And the boys wear thick socks. They 
go out with a fur-cap on the head. 
When it is very cold outside, the 
boys and girls wear an overcoat and 
gloves. They all get school uniforms 
from the state every year. Indeed, 
our pupils have nothing to envy in 
the world. They grow up happily 
under the warm care of the 
fatherly leader and the dear leader. 
Lesson 9. English Lesson 
(1) 
Teacher: Good morning, class. 
Class: Good morning, sir. 
T: Sit down, please. I'll call the roll. 
Pak Choi Ho. 
P: present. 
T: Kim In Su. 
K: Here. 
T: Han II Nam. 
Monitor: He's absent today. 
T: What's the matter with him? 
M: He has got a bad cold. 
T: That's too bad. I hope he will get 
well soon. 
Now, let's begin our lesson for 
today. 
Have you all done your 
homework? 
C: Yes, we have done it. 
T: Good. Kim In Ho, what's the 
homework for today? 
K: It's to learn by heart the text 
which we learned last time. 
T: You're right. Can you recite it? 
K: I think I can. (He recites it.) 
T: Well done, thank you. 
(2) 
T: Please open your textbooks at 
page 25. I'm going to read the 
new text that we're going to learn 
today. 
Please listen to me. (he reads.) 
Now, who wants to read the text? 
P: I do, sir. (He reads.) 
T: That will do, thank you. You have 
read it very well. Sit down, please. 
Who will try to translate the new 
text? 
P: Let me try it. 
T: All right. Go ahead, please. 
P: (He translates it.) 
T: Don't you find any mistakes in his 
translation? 
P: Yes, I find one. He translated the 
third sentence wrong. 
T: That's it. I want you to correct the 
mistakes. 
P: All right. (He corrects them.) 
T: Well done, thank you. 
(3) 
T: Now close your books, everybody. 




T: Very good, thank you. Sit down. Li 
Choi Su, what's the Korean for 
"revolution"? 
L:<%3> 
T: Fine, thank you. Is there anybody 
who can retell the story of the 
text? 
P: I think I can, sir. (He retells it.) 
T: Well done, thank you. Sit down, 
please. 
Have you any questions? 
C: No questions. 
T: Well, Kim In Su, what do you 
learn English for? 
K: For our revolution. 
T: That's right. It's true that we 
learn English for our 
revolution. 
Well, time is up. Here's your 
homework. 
So much for today. Good-bye, 
class. 
C: Good-bye, sir. 
Lesson 10. No Food for a Lazv Boy 
Once there lived an old man in a 
small town in England. He had a son 
whose name was John Brown. John 
was his only son. The son whom he 
loved very much was a lazy boy. 
John was very lazy. He did not 
like to work. Almost every day he 
spent idle days. He did nothing but 
idled about with his friends. lie had 
many things to do at home, but he 
did not work. He only expected 
others to do his work for him. 
One morning it was raining 
outside, and John wanted to go out to 
see one of his friends. 
Now he was ready to leave the 
house, but he could not find his 
shoes. 
He asked his father where his 
shoes were. He said, "I'll go out now, 
give me my shoes, please." 
"Here they are," said the old 
man, "but your shoes are dirty with 
mud. You must clean them before 
you go out." 
"But," said the lazy boy, "it's 
raining outside and the road is 
muddy, so my shoes will be dirty 
again in a short time." 
That evening the son came for 
his supper. He found no food on the 
table for him. 
He said to his father, "Why isn't 
there any food on the table for me? 
I'm hungry now. Will you give me 
supper?" 
The old man said, "You don't 
have to eat now, because you will be 
hungry again in a short time." 
That night John went to bed 
without supper. He was very 
hungry. Now he remembered an old 
saying: "Lazy folk take the most 
pains." He said to himself, "From 
now on, I wom't [sic] be lazy any 
more." 
Lesson 11. Air Always Moves 
Wind is moving air. When air 
moves fast, we say that there is a 
high wind. When air moves slowly, 
we say that there is a light wind. 
When air moves very slowly, we say 
that there is no wind. 
Air is always moving. It never 
stops. Air is in constant motion and 
in constant change. It changes the 
earth. It does many things to the 
earth. 
Some parts of the earth are 
warmer than other parts. The heat 
from the earth warms the air above 
it. When air gets warm, it becomes 
lighter. 
When some cold air comes into a 
warmer part of the earth, the warm 
air goes up. This cold air gets warm 
and becomes lighter. Then some 
other cold air comes in. and the 
warm air goes up again. 
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In this way air moves. It always 
moves like water. It is in constant 
motion and in constant change. 
When air moves fast, it is 
dangerous for us, for there is a 
high wind. High winds sometimes 
break houses and carry away large 
things such as bridges, roofs or 
ships. Such high winds are called 
storms. 
Storms are very dangerous for 
us, for they sometimes do harm to 
our life and to the crops. 
Sometimes in summer there is a 
storm in our country, so we have to 
save the crop from such a storm. 
For this, we have to plant many 
trees along the seaside and the 
r ivers . 
Lesson 12. The Workers' Party 
of Korea is a .luche-Tvpe 
R e v o l u t i o n a r y P a r t y 
Which I n h e r i t e d the 
Glorious Tradition of the 
D I U " AH Immortal Classic 
Treatise of the Dear Leader Mr. 
Kim Jong II (Extract) 
The struggle to build a 
revolutionary party begun with the 
DIU [Down-wi th- Imper ia l ism 
Union], made a fresh advance as a 
result of the formation of the 
Young Communist League of Korea 
by the great leader Comrade Kim II 
S u n g . The YCLK was not a mere 
youth organization. Since a new 
generation was appearing in the 
communist movement in our 
country then, it was a 
r e v o l u t i o n a r y v a n g u a r d 
organization which was assigned 
the mission of exploring the road 
for the Korean revolution and gave 
a unified guidance to many anti-
Japanese mass organizations. 
As the great leader Comrade Kim 
II Sung formed the DIU and the 
YCLK in the latter half of the 1920s 
and led our revolution, the defects 
of the early communist movement 
were overcome, many communists 
of the new generation grew up and 
the founding of a revolutionary 
party in our country became the 
order of the day. 
OERJALS 
1. The Man. His Son and their 
Donkey 
(A Fable) 
A man and his son were driving 
their donkey along a country road. 
Some girls saw them. One of the 
girls said, "Oh, look! How silly they 
are! A man and a boy are walking 
along beside their donkey, and 
nobody is riding it." 
The man heard this and said to 
his son, "They are laughing at us. 
You are light, so the donkey can 
carry you. Get on the donkey." 
After a while they met three old 
men. One of them said, "Look at the 
boy. He is riding a donkey and his 
old father is walking by his side. He 
is a bad boy. He does not take care of 
his old father." 
The little son said to his father, 
"Get on the donkey, father. You are 
heavy, but the donkey can carry 
you." And the man got on the 
donkey and his son walked along 
beside it. 
Now they were very happy. But 
soon they met three women. "Look 
at that man! He is riding a donkey 
like a king and the poor little boy is 
walking. The boy looks so tired," 
said one of them. "Climb up, my son. 
The donkey can carry you and me," 
said the man. 
Soon they met a man with some 
cows. "Is that your donkey?" asked 
the man. "Yes, it is mine," replied 
the old man. "Get off the donkey. It 
is tired. You are much heavier than 
the donkey," said the man. "He's 
316 
right. Let's carry our donkey," said 
the father. 
So the father and his son got off 
and tied the donkey's legs with a 
rope. Then they fastened it to a pole. 
They lifted it to their shoulders and 
carried it along. They came to a 
bridge near the town. Everyone 
laughed at them. The donkey did not 
like the noise and began to kick. It 
broke the rope, and fell into the 
r iver. 
2. Tom Canty Meets the Prince 
One day Tom Canty got up 
hungry, and he was hungry when 
he went for a walk. 
He walked and walked and 
walked. At last he came to a part of 
the town he did not know. Suddenly 
he came to the King's palace. 
Little Tom, in his dirty old 
clothes, went up to the gate of the 
palace. He looked at the soldiers who 
were standing there. 
Then he saw a boy in the garden 
of the palace. The boy was very 
beautiful. 
"The boy is a prince," thought 
Tom. "I am going to look at him." 
So he went up to the gate and 
looked at the garden. 
One of the soldiers saw Tom and 
pushed him away. He fell down. 
The people who were standing 
near the palace, saw it and began to 
laugh. 
Then the prince saw the boy. He 
ran up to the gate and cried: "Open 
the gate! Come in, boy!" 
The soldier opened the gate, and 
Little Tom went in. The prince 
looked at him. 
"You are hungry. Come with me, 
boy," he said. He took Tom to a 
beautiful room in the palace and 
told the servants to bring the boy 
some food. 
"What is your name, boy?" asked 
the prince. 
"Tom Canty, sir." 
"Where do you live?" 
"In Offal Court, sir." 
"Have you a father and a 
mother?" 
"Yes, sir. I have a father, a 
mother, a grandmother and two 
sisters." 
"How old are your sisters?" asked 
the prince. 
"One is fifteen and the other is 
sixteen, sir." 
"I have sisters, too," said the 
prince. "One of them is fourteen. 
She is very nice. But my other sister 
is not good to her servants." 
"Are your sisters good to their 
servants?" 
"Oh, do you think that my sisters 
have servants?" 
"Why not?" asked the prince. 
"Who helps them to dress in the 
morning and take off their clothes 
at night?" 
"Nobody, sir," answered Tom. "Do 
you think they take off their 
clothes at night and sleep without 
them?" 
"Have they only one dress?" 
asked the prince. 
"Yes, sir. They have only one 
body. So they have only one dress." 
The prince thought a little about 
Tom Canty's words. Then he said: "Is 
your life very hard in Offal Court?" 
"No, not very hard. Only when I 
am hungry. We have very little food 
sometimes. But we boys in Offal 
Court often laugh and play. In 
summer we have very much time to 
play. We often play in the river." 
"Oh, I am going to do that, too!" 
cried the prince. 
"Tell me more." 
"We dance and we sing near the 
river, we play in the water and 
"I am going to play in the 
water!" cried the prince. "I want to 
have your clothes. I want to walk 
without shoes. I want to play in the 
water." 
"And I want very much to put on 
your beautiful clothes." cried Tom. 
"Listen, boy, you put on my 
clothes for a few minutes and I 
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shall put on your clothes," said the 
prince, "but only for a few 
minutes." 
So Tom Canty put on the prince's 
beautiful clothes, and the prince 
put on Tom's dirty old clothes. Then 
they went up to a great mirror and 
looked at it. 
The boys stood and looked at the 
mirror. Then they looked at each 
other again. 
At last the prince said: 
"Do you see that we look like 
each other? Your hair is like my 
hair, your eyes are like my eyes, 
your face is like my face. You are as 
big as I am, too. And you speak like 
me." 
Suddenly he saw a big blue and 
black mark on Tom's hand. 
"Did the soldier do that to your 
hand?" 
"Oh, it is nothing," answered 
Tom. 
"Oh, yes, it is," said the prince, "I 
shall speak to that soldier. Wait 
here, I shall come back at once." 
The prince ran out of the room 
and cried to the soldiers: "Open the 
gate!" 
The soldiers opened the gate and 
pushed the prince into the street. 
The prince fell down, and the 
people near the palace began to 
laugh. 
The prince jumped up and ran to 
the soldiers. 
"Open the gate! I am the prince," 
he cried. 
But the soldiers and the people 
only laughed. 
3. The King and the Boatman 
There lived a rich king. Once he 
fell ill. 
The best doctors came to the 
palace from every part of the 
country, but they could not help the 
King. 
He became worse every day. 
One day an old man came to the 
palace and said to the King. 
"I can help you. But when you 
are well again you must give me a 
lot of gold: as much as the weight of 
your biggest elephant." 
The King agreed. In a few days 
he was well. The time came to pay 
the old man. But nobody knew how 
to weigh the elephant and the gold. 
The King called wise men from 
all parts of the country to his 
palace. 
They thought for three days and 
three nights, but could think of 
nothing. 
On the fourth day a certain poor 
man came to the gates of the palace 
and asked the soldiers to tell the 
King that he could help him. 
The soldiers beat the man and 
drove him away. They shouted: 
"How can this beggar help the King 
when the wisest men can think of 
nothing?" The King heard the noise 
and asked: "What is the matter? Why 
are my soldiers shouting so?" 
One of the King's ministers 
answered: "O, great King! A dirty 
beggar came and said that he could 
help you. The soldiers drove him 
away." 
The King gave orders to bring 
the man back. When he came, the 
King said. "Who are you and how 
can you help me?" 
"I am a boatman," the man 
answered. "In my boat I carry 
people across the river Ganges. I 
can easily weigh the elephant and 
the gold, too." 
The King was surprised. "But 
how can you do this?" he asked. 
"You will see it yourself," the 
boatman answered. "Order the 
elephant driver to bring the 
elephant to the river where my 
boat is tied." 
The King gave the order and 
went to the river together with all 
his ministers and wise men. 
When the elephant came, the 
boatman told the driver to get him 
into the boat. 
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Then the boatman put a mark on 
the boat to show how deep it sank 
under the elephant's weight. 
When the elephant got back 
upon the bank, the boatman said: 
"Now put gold into the boat!" 
The palace servants started to 
bring gold and put it into the boat 
until the boat again sank as much 
as under the elephant's weight. 
Then the boatman said: "O, great 
King! This gold weighs as much as 
the elephant." 
Everybody was surprised how 
wise the boatman was. 
The King ordered to give him 
ten thousand rupees and asked him 
to stay in the palace. 
4. The Blind Man and the Elephant 
There were once six blind men 
who stood by the roadside every 
day, and begged from the people 
who passed. They had often heard of 
elephants, but they had never seen 
one: for being blind, how could 
they see? 
It so happened one morning that 
an elephant was driven down the 
road where they stood. When they 
were told that the great beast was 
before them, they asked the driver 
to let him stop so that they might 
see him. 
Of course they could not see him 
with their eyes; but they thought 
that by touching him they could 
learn just what kind of animal he 
was. 
The first one happened to put 
his hand on the elephant's side. 
"Well, well" he said, "now I know all 
about the beast. He is exactly like a 
wall." 
The second felt only of the 
elephant's tusk. "My brother," he 
said, "you are mistaken. He is not at 
all like a wall. He is round and 
smooth and sharp. He is more like a 
spear than anything else." 
The third happened to take hold 
of the elephant's trunk. "Both of 
you are wrong." he said. "Anybody 
who knows anything can see that 
this elephant is like a snake." 
The fourth reached out his arms, 
and grasped one of the elephant's 
legs. "Oh, how blind you are!" he 
said. "It is very plain to me that he 
is round and tall like a tree." 
The fifth was a very tall man, 
and he chanced to take hold of the 
elephant's ear. "The blindest man 
ought to know that this beast is not 
like any of the things that you 
know, that you name," he said. "He 
is exactly like a huge fan." 
The sixth was very blind indeed, 
and it was some time before he 
could find the elephant at all. At last 
he seized the animal's tail. "0, 
foolish fellows!" he cried. "You 
surely have lost your senses. This 
elephant is not like a wall, or a 
spear, or a snake, or a tree; neither 
is he like a fan. But any man with 
particle of sense can see that he is 
exactly like a rope." 
Then the elephant moved on, 
and the six blind men sat by the 
roadside all day, and quarreled 
about him. Each believed that he 
knew just how the animal looked; 
and each called the others hard 
names because they did not agree 
with him. People who have eyes 
sometimes act as foolishly. 
5. The Solar System 
There is nothing more 
important to life than the sun. It 
gives us heat, light, power and food 
and all the beauty of colour and 
form in nature. The sun is a star. 
There are many thousands of stars 
in the sky that are like the sun. 
They are as large as the sun, as hot 
as the sun and contain the same 
chemical elements. The sun is a 
great mass of white hot matter. The 
319 
temperature at the sun's centre is as 
high as 10,000,000 C. 
The sun is much nearer to us 
than other stars. 
That is why we think that it is 
bigger and brighter than other 
stars. The average distance of the 
sun from the earth is as much as 
150 million kilometres. It is difficult 
to realize such a distance. But it is 
much more difficult to realize the 
distances to the stars which are 
millions and millions of kilometres 
still farther away. To express these 
great distances the astronomers use 
a very much larger scale than 
kilometers. Nothing in the world 
moves faster than light. It moves at 
the rate of 300,000 kilometres per 
second. So the astronomer's unit of 
measure is one light year, the 
distance that light travels in one 
year. This distance is a little less 
than 9.5 billion kilometers. Most of 
the stars are thousand light years 
away from the earth. It is hard to 
realize that these are not the 
greatest distances in the world. 
Our sun and our earth, our moon 
and the planets, meteors and comets 
belong to the "family of the sun" 
which we call our "solar system." 
Our solar system consists of nine 
planets and their moons. 
The closest planet to the sun is 
Mercury. No other planet receives 
more light and hear than this one. 
It is the smallest of the planets. 
Mercury revolves around the sun at 
a higher rate of speed than other 
planets. Its speed is much higher 
than theirs. 
Jupiter is the largest planet in 
the solar system. Venus is not so 
large as Jupiter, but it is the 
brightest planet in the sky. We see 
its quiet light in the morning as 
well as in the evening. When it is in 
the West it is the first point of light 
which we see in the evening. We 
see it best of all on a dark night. The 
darker the night grows, the 
brighter it shines and the better we 
see it. When Venus appears in the 
East it is possible to see it in the 
early morning hours as well. 
Mars shines with a reddish light. 
The appearance of Mars varies from 
year to year. It depends upon the 
distance of the planet from the 
earth. It is closest to us every two 
years and two months. At such times 
Mars looks like a red lamp in the 
sky. The telescope reveals bluish 
marking on the planet. They vary 
with the changes of seasons. Mars 
has an atmosphere though it is not 
so dense as that of the earth. Most 
astronomers think that there is 
plant life on Mars. 
The last opposition of Mars when 
it is nearest to the earth took place 
at the beginning of September 1956. 
Astronomers of all the world 
observed Mars and took 
photographs of the planet. 
The result of their most 
important observation will help 
them to make a better study of the 
nature of Mars. 
6. The telephone. 
Hold a large piece of paper close 
to your mouth; put a finger lightly 
touching the other side of the 
paper. Now sing the deepest note 
you can. 
You will feel the vibration (very 
rapid shaking) of the paper. This 
vibration is made by sound-waves 
in the air. 
We want to change those sound-
waves into varying electric current 
which will travel along a wire and 
be changed back into sound-waves 
at the other end. The instrument 
must consist of two parts: (1) the 
transmitter and (2) the receiver. 
This is a picture of a telephone: A is 
the part into which you speak, and 
B is the part which you put to your 
ear to receive the other person's 
speech. 
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The certain substances are good 
conductors of electricity: they let 
electricity pass through them 
easily; others are bad conductors: 
they resist the flow of electricity. 
Carbon is the black substance 
produced when you bum wood. 
Grains of carbon conduct 
electricity fairly well when they 
are compressed (pressed tightly 
together), but not so well when 
they are loose. Now look at the 
diagram. 
P is a thin plate of metal which 
is vibrated by your voice. C' and c2 
are blocks of carbon, each 
connected with a wire. An electric 
current is trying to flow from C1 to 
c 2 but the loose grains of carbon 
between them are a bad conductor. 
When the vibrations of your voice 
strike the plate, the two carbon 
blocks are pressed closer together; 
the grains of carbon are 
compressed and the current passes 
more easily. So an electric current 
passes along the wire which exactly 
represents the sound-waves caused 
by your voice. 
In order that we may hear the 
telephone message, we must have 
an instrument which changes 
electric current into sound-waves 
in the air. Look at the diagram: if 
you are clever you can guess how it 
works. 
The instrument contains a metal 
plate with an electro-magnet just 
behind it; the electro-magnet is an 
iron bar with a coil of wire round it. 
When an electric current passes 
round the coil, the iron bar 
becomes a magnet and pulls the 
metal plate more or less strongly. 
That (in its simplest form) is a 
telephone receiver. 
There are, of course, other 
things which make up the 
telephone as we know it. There is 
the bell which rings to call you to 
the telephone. When you take the 
instrument off the holder, the two 
supports come up and cut off the 
bell. 
When you make a call you speak 
to the Telephone Exchange. All the 
telephone wires from every house 
come into the Telephone Exchange, 
and the girl (or man) working 
there joins your wire on to the wire 
leading to the person to whom you 
want to speak. 
There is one other thing: if you 
speak to someone very far away 
your voice would be too faint for 
the other person to hear. The 
electric current carrying your 
voice would be weakened by 
passing through so many miles of 
wire. So the current would have to 
be strengthened and passed on. This 
is done in just the same way as the 
weak current in a radio set is 
strengthened so that everyone in 
the room can hear it. 
ENGLISH for Senior Middle School 6. 
(Third Edition) Foreign Languages 
Books Publishing House 1990, 
Pyongyang (8888 words) 
Lesson 1. Our School 
We are sixth-year pupils of a 
senior middle school. This is our 
school. Its building is a large one. It 
has five floors. 
On the front wall of the building 
there is a slogan, which reads: Let's 
be true sons and daughters of the 
respected father Marshal Kim II 
Sung . 
There is a sports ground in front 
of the school and a flower garden 
behind it. The flower garden is 
under the care of our classmates, 
who always keep it beautiful. 
The portraits of the great leader 
Marshal Kim II Sung and the dear 
leader Mr. Kim Jong II are on the 
front walls of the classrooms. 
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On the first floor we have the 
Study Hall of Marshal Kim II 
Sung's Revolutionary Activities. 
On the ground floor there are 
some offices. Here we have the 
principal's room, the teachers' 
rooms, and medical room and so on. 
On the second floor there are 
many classrooms, which are for the 
first, second and third year - classes. 
The classrooms for the other classes 
are on the third floor. 
On the fourth floor there is a 
school hall, which is very large. 
Here we have meetings, concerts 
and club activities. On this floor we 
have the LSWY room and the CU 
room. 
In our school there are 
laboratories for physics, chemistry 
and biology. There are also a 
recording and a language 
laboratory. 
We like our school very much, 
and we keep it bright and clean 
every day. 
We really envy nothing in the 
world thanks to the great leader 
Marshal Kim II Sung and the dear 
leader Mr. Kim Jong II. 
Lesson 2. He Builds Up His Body 
I have a good friend whose name 
is Kim Yong Ho. He lives next door 
to my house. He takes various forms 
of exercise which helps him build 
up his body. 
He gets up early every day and 
takes morning exercise. He runs up 
and down the hill which is near his 
house. Then he cleans his room and 
sweeps the yard where he takes 
morning exercise. 
When he has done the cleaning, 
he goes into the bathroom where he 
keeps his towel and soap. There he 
takes a cold bath each morning. 
On winter mornings when it 
blows hard the water feels very 
cold, but he rubs himself hard with 
the cold wet towel and he soon fells 
quite warm. And then he brushes 
his teeth and washes his face. 
After breakfast he goes to 
school. He usually has five or six 
classes a day. 
When school is over, he takes 
exercise again. He is very fond of 
sports, he can play football, 
volleyball and basketball. He can 
also play ping-pong. 
He is a good player. 
In winter he goes in for winter 
sports. Especially, he likes skating. 
On Sundays when he has no school, 
he goes skating. He is a very good 
skater. 
Through such exercise and 
sports he builds up his body for 
labour and national defence. 
Lesson 3. Let's Go Together 
A: Hello, Choi Ho, what are you 
doing now? 
B: Hello, Man Su. Please come in. I'm 
doing my homework. 
A: You studied last night, didn't you? 
B: Yes, I did, but I couldn't finish it. 
A: What homework are you doing? 
B: Geography, I'm drawing a sketch 
map of Korea. 
A: Is it difficult? 
B: Yes. It's rather difficult. 
A: How long will it take to finish it? 
B: I think I can finish it in half an 
hour. 
A: What are you going to do after 
that? 
B: I'm going to the barber's 
A: Are you? 
B: Well, you had better have your 
hair cut, too. Your hair wants 
cutting. 
A: Really? May I come with you? 
B: Of course. Let's go together. 
A: Yes, let's. How often do you have 
a haircut. 
B: I have a haircut twice a month. 
A: So do I. By the way, what about 
taking a bath after we have a 
haircut? 
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B: That's a good idea. 
A: Are you free this afternoon? 
B: I guess I shall be free, but why? 
A: I'm planning to go playing ... 
B: Playing what? 
A: Playing table tennis. 
B: Didn't you play it yesterday? 
A: Yes, I did. I play it everyday, you 
know. The sports are good for 
building up our bodies. 
B: You're right. 
A: Would you come and play with me 
this afternoon? 
B: I should love to. What time shall 
we play? 
A: At five o'clock. 
B: All right. That's settled. 
Lesson 4. Tom's Father Hit His 
Master 
Tom was a little boy. He was a 
Negro boy. He was eight years old. 
Little Tom lived with his parents in 
America. 
Tom and his parents worked on a 
cotton plantation in Alabama where 
they had moved from some other 
place a few years before. 
The Negroes on the plantation 
worked in the fields to pick cotton 
for the rich white master. He was a 
cruel and greedy man. All the 
Negroes hated him. 
The white master made many 
Negroes work on his plantation. All 
the Negroes were driven to work 
hard for him. 
It was very hot when the sun 
was shining. The Negroes were 
working hard under the burning 
sun, shedding much sweat. 
Cotton, cotton everywhere! They 
worked so hard that they were tired 
and hungry. They wanted to rest, 
but they couldn't. The white master 
was watching them with a stick in 
his hand. He said. "Go on with your 
work. You ought to work hard." 
Cotton picking was over. The 
Negroes went to the white master to 
get their money that they had 
earned by their hard work. 
Tom's father went to get his 
money, too. He counted the money 
when he got his pay. There was 
very little money. 
"Why is there so little money, 
master?" he asked. "You should give 
me more money." 
"What?" The cruel and greedy 
master got so angry that he took out 
his gun. But Tom's father was not 
afraid of the master at all. He 
pushed the gun away and hit the 
white man in the face. The white 
master was knocked down. 
Lesson 5. The Olympic Games 
The Olympic Games have a long 
history. The first Olympic Games 
took place more than 2,000 years 
ago in Greece, where some cities 
were at war with each other. Every 
year sports competitions took place 
between the cities for five days, 
when there was no war. 
The Olympic Games began again 
in 1896. The games were held every 
four years, but they could not take 
place in a country which was at 
war. During the two world wars 
there were no Olympic Games. 
The games have taken place in 
many countries. During the 
Olympic Games there are 
competitions in many kinds of 
sports: running, jumping, boxing, 
marathon, swimming, basketball, 
football and so on. 
The winter Olympic Games were 
first held in 1924, and now the 
games also take place every four 
years. As [sic] the Winter Olympic 
Games, many countries take part in 
competitions in skiing, skating, ice 
hockey and other winter sports. 
The sportsmen who take the first 
place at the Olympic Games receive 
a gold medal and those who come 
second receive a silver medal. Those 
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who finish third receive a bronze 
medal. 
Our country sends its teams to 
the Olympic Games and they always 
win many gold, silver and bronze 
medals. Some of our sportsmen are 
the best in some sports events. Our 
sportsmen hold Olympic records for 
some kinds of sports. 
Lesson 6. Which is Better? 
Once upon a time there lived an 
elephant and a monkey in the 
woods. The elephant was proud 
because he was so big and strong. 
The monkey was proud as he was so 
quick. They had a quarrel with each 
other, but could hardly ever agree 
upon the matter. 
After all they came to the wise 
old owl and asked: "Which is better. 
to be strong or to be quick?" 
"Well, do just as I tell you, and 
you will find the answer. Do you see 
that big fruit tree across the river? 
Go and pick the fruit and bring it to 
me," said the owl. 
The elephant and the monkey 
went to the river, but the river was 
so deep and flowing rapidly. The 
monkey with whom the elephant 
came to the river was afraid to cross 
the river. 
"Get on my back," said the 
elephant proudly. "I shall carry 
you. I am big and strong enough to 
cross it. I am not afraid to swim 
across the river." 
Soon they safely reached the 
other side on which the fruit tree 
was standing. 
The tree on which the fruit was 
hanging was very tall, and the fruit 
hung high above them. The 
elephant tried to break down the 
tree or bend it down, but it was too 
stiff and firm. He stretched his 
trunk for the fruit, but it was too 
high to reach. 
The monkey who was watching 
this said proudly: "Wait a minute! I 
can climb it." 
He ran swiftly up the tree, 
picked the ripe fruit and threw it to 
the ground. The elephant put it in 
his big mouth. 
The monkey and the elephant 
crossed the river again and handed 
over the fruit to the owl. 
"Now," said they, "which is 
better, to be strong or to be quick?" 
The owl to whom they had 
brought the fruit said: "Neither of 
you could get the fruit alone. It took 
both the elephant's strength and 
the monkey's quickness to get it. 
One crossed the stream, and the 
other gathered the fruit. You could 
get it with both your efforts, now 
you see that both are important." 
Lesson 7. One of Thousands 
John is an English boy. He has 
been out of work since November 
last year. He is an 18-year-old 
youngster. He attended a senior-
secondary school until his father 
died, when he had to leave it to 
support his family. 
Since he left school, he has had 
jobs in a fish shop, a restaurant, a 
blacksmith and a few other places. 
His last job was cleaning buses, but 
when his mother fell ill, John had 
to stay at home to wash, cook and 
clean the house for his younger 
brothers and sisters. Of course, he 
lost his job. 
For ten months since then, John 
has been to the Labour Exchange 
every day, looking for a new job. He 
will take any kind of work that he 
can find. He has been in 
difficulties. 
Whenever I met him, he would 
say: "I'd like to do the thing other 
young people do. But I need money 
at home badly. I've sold everything 
that I can sell. I used to go to 
football games on Sundays, but I've 
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never been to the stadium since last 
winter. I've heard about the games 
from my friends. I can't even go to 
the pictures." 
One day he went to London to get 
a job. This was his first visit to it. In 
London there lived many people: 
some were rich but many were 
poor. 
There were big houses and 
buildings in the centre of the city. 
All these were for the rich. In the 
main streets he saw running cars, 
buses and so on. 
He went to one of the places, 
where the poor lived. When he 
stepped into the back street, he 
caught a sad sight. 
At a corner there was a dirty 
house. Through the windows, he 
could see a woman sitting in the 
room. Her little child was ill in bed. 
His illness was serious, he had a 
fever and wanted some oranges. But 
she had nothing to give him, so she 
was weeping. 
Walking along some other 
places, he found a big rich house. 
The rich people of the house were 
having a good time singing and 
dancing in their garden. They were 
enjoying a dinner party there. But 
at their gate a few beggars were 
sitting with empty cans in their 
hands. They were begging for some 
food. 
In the evening he found some 
hungry children under a bridge. 
They were lying in each other's 
arms to keep themselves warm. 
At all these sights, he thought it 
impossible to get a job. So he came 
back to his home town. 
In Scotland, tens of thousands or 
one-third of the young people 
under eighteen are unemployed. Of 
those tens of thousands, several 
thousand have never had a job 
since they left school. 
From all comers of Britain, the 
same story comes in if you have 
just left school, you are not wanted. 
Lesson 8. Pyongyang 
Our country is called the 
Democratic People's Republic of 
Korea. Pyongyang is the capital of 
the DPRK. It is the heart of the 
Korean revolution. 
The respected leader Marshal 
Kim II Sung and the dear leader 
Mr. Kim Jong II live and work 
here in Pyongyang. Here is the 
Central Committee of the Worker's 
Party of Korea. Not far from the city 
there is Mangyongdae where the 
great leader was bom. 
Pyongyang is the centre of 
politics, economy and culture in our 
country. All our people love 
P y o n g y a n g . The world 
revolutionary peoples as well as the 
Korean people look up to it. 
The statue of the great leader 
Marshal Kim II Sung stands high 
on Mansu Hill. Here we have the 
Korean Revolution Museum. 
The Chollima Statue rises to the 
sky by the museum. 
Pyongyang has been built into a 
great modem city. 
In the centre of the city there is 
a large square, which we call K i m 
II Sung Square. Here we can see 
the Grand People's Study House. A 
tall tower is seen across the river 
from there. It is the tower of the 
Juche Idea. 
In Pyongyang there are many 
schools, colleagues, universities, 
theatres, factories, apartment 
houses and so on. The city also has a 
good many public buildings such as 
the Pyongyang Students and 
Children's Palace, the People's 
Palace of Culture, the Pyongyang 
Indoor Stadium and so on. 
If we climb Moran Hill, we can 
see Kim II Sung Stadium at the 
foot of the hill. In front of the 
stadium we have the Arch of 
Triumph which has been newly 
built. 
Pyongyang is a most beautiful 
city. The beautiful Youth Park is on 
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the Taedong River, which flows 
through the city. Pyongyang looks 
like a city in a large park. 
Many fore igners vis i t 
Pyongyang every day. They come 
here even from capitalist countries 
as well as from socialist countries to 
learn the Juche idea. 
We are very proud of 
Pyongyang. 
Lesson 9. The Earth 
Let us spread a map of the world 
to study it. To know the earth is 
very important for us, because it is 
on the earth that we live each day. 
Everything lives on it. Animals, 
birds, fish and plants as well as 
man they all live on this earth. 
Briefly speaking in a word, the 
earth consists of land and sea. 
The largest part of the surface of 
the earth is covered by the oceans. 
There are many large fresh-water 
lakes and rivers on the continents, 
too. 
The large salt-water area is 
usually divided into four oceans: the 
Pacific, Atlantic, Indian and Arctic. 
We usually speak of the smaller seas 
which are joined to them as part of 
these oceans. For instance, the 
Korean East and West Seas are 
joined to the Pacific Ocean. The 
Black Sea looks as if it were cut off 
from the ocean, but it is joined to 
the Atlantic. 
The land areas of the earth are 
usually divided into seven 
continents: Asia, Europe, Africa, 
North America, South America, 
Australia and Antarctica. 
Asia, Europe and Africa really 
form one large piece of land, and so 
do North America and South 
America. Together these five 
continents form most of the land 
surface of the earth. There is more 
land in the northern hemisphere 
than the southern. 
The earth, as everyone knows, is 
very old. Since it was formed, there 
have been many changes in its 
surface. These changes have taken 
many thousands of years. The 
oceans and continents, however, 
have stayed about the same size and 
in the same places during the 
history of man on earth. 
Lesson 10. I Have Found It! 
More than two thousand years 
ago, there lived in Greece a wise 
man whose name was Archimedes. 
He discovered many things in 
science. This story is about one of 
his famous discoveries. 
One day the King gave a lump of 
gold to a goldsmith and told him to 
make a crown of it. When the crown 
was brought to the King, he 
thought that the goldsmith had put 
some silver into the crown to get 
some of the gold. The King, 
however, was not sure about it, for 
the crown weighed just the same as 
the gold he had given to the man. So 
he asked Archimedes to settle this 
question as soon as possible. 
Now Archimedes, thinking about 
the question, happened to go out for 
a bath. When he stepped into the 
bath, he saw water rise higher in 
the tub. Then he suddenly sprang 
out of the water, and rushed home 
through the streets, crying, "I have 
found it!" 
What he had found was that any 
body put into a vessel of water 
displaces a quantity of water equal 
to its own bulk. This means that any 
two bodies which are equal in 
weight but different in bulk will 
displace different quantities of 
water. 
This was the very important 
point he had discovered. After this 
discovery he could settle his 
question easily. He took one lump of 
gold and another of silver. Each 
weighed just the same as the crown. 
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The lumps, however, were not 
the same bulk, for silver is lighter 
than gold, and to make up the same 
weight, the silver must be larger 
than the gold one. 
Now Archimedes first put the 
gold lump into a vessel of water, and 
marked the height of the water on 
the side of the vessel. 
Next, he put in the silver, which 
made the water rise higher, and 
this height he also marked. Finally 
he put in the crown. 
The water rose higher than the 
gold mark, and stood lower than the 
silver one. Thus it was found that 
silver had been put into the gold 
crown. 
Then Archimedes, seeing how 
much water was displaced, could tell 
how much silver had been added. 
This was the first attempt to 
measure specific gravity; and since 
then his discovery has been well 
known to school boys and girls as 
the "Archimedean principle". 
Lesson 11. Gravity 
If the earth is a ball, why don't 
you fall off? If you put a small stone 
on the ball, it will surely fall off. 
Why, then, don't we fall off the 
earth? The answer is that gravity 
keeps us from falling off. 
Gravity is the strange force that 
makes us fall down if we trip when 
we play football or run or skip. 
When you slide on something, you 
never fall up in the air you always 
fall down on the ground. 
Balloons are lighter than air. 
They are held up by the air they 
float on air the way a boat floats on 
water. 
Things fall to the earth, because 
the earth pulls them to it, as a 
magnet pulls nails. This pulling of 
the earth is called gravity. You may 
throw a ball into the air. But it 
won't stay there because gravity 
pulls it and it falls right back to the 
earth again. So wherever people on 
the earth go, there is always 
gravity to keep them from falling 
off. 
When we say that a thing is 
heavy, we mean that the earth pulls 
strongly on it. It is easy to life a ball 
because the ball is light the earth 
doesn't pull the ball to it as much as 
it pulls a big rock which is heavy to 
lift. 
When we travel to other worlds, 
we shall see there are stronger and 
weaker gravities. Some worlds have 
very little gravity and you would 
weigh only ten or fifteen kgs if you 
were there. Others have strong 
gravity and you would weigh ten to 
twenty times as much as you do now 
if you visited them. 
If there were no such things as 
gravity, you couldn't do lots of 
things that you do now. You 
couldn't run or skip or jump a rope 
or skate or swim or drink. Why, you 
couldn't even walk! If there were 
no gravity, you could not be able to 
talk or shout or hear anything at 
all. That's because all the sounds 
you make and hear must be formed 
by air, and it clings to the earth. 
Without gravity, there would be 
no air and no sound of any kind. 
You would be floating all alone 
away up in the vast, cold, inky 
blackness beyond the blue sky. 
Lesson 12. The Solar System 
There is nothing more 
important to life than the sun. It 
gives us heat, light, power, food and 
all the beauty of colour and form in 
nature. The sun is a star. There are 
many thousands of stars in the sky 
that are like the sun. They are as 
large as the sun. as hot as the sun 
and contain the same chemical 
elements. The sun is a great mass of 
white hot matter. The temperature 
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at the sun's centre is as high as 
10,000,000 C. 
The sun is much nearer to us 
than other stars. That is why we 
think that it is bigger than other 
stars. The average distance of the 
sun from the earth is as much as 
150 million kilometres. It is difficult 
to realize such a distance. But it is 
much more difficult to realize the 
distances to the stars which are 
millions and millions of kilometres 
still farther away. 
To express these great distances 
the astronomers use a very much 
larger scale than kilometres. 
Nothing in the world moves faster 
than light. It moves at the rate of 
300,000 kilometres per second. So 
the astronomer's unit of measure is 
one light year, the distance that 
light travels in one year. This 
distance is a little less than 9.5 
billion kilometres. Most of the stars 
are thousand light years away from 
the earth. It is hard to realize that 
these are not the greatest distances 
in the world. 
Our sun and our earth, our moon 
and the planets belong to the 
"family of the sun" which we call 
our "solar system". 
Our solar system consists of nine 
planets and their moons. 
The nearest planet to the sun is 
Mercury. No other planet receives 
more light and heat than this one. 
It is the smallest of the planets. 
Mercury revolves around the sun at 
a higher rate of speed than other 
planets. Its speed is much higher 
than theirs. 
Jupiter is the largest planet in 
the solar system. Venus is not so 
large as Jupiter, but it is the 
brightest planet in the sky. We see 
its quiet light in the morning as 
well as in the evening. When it is in 
the West it is the first point of light 
which we see in the evening. We 
see it best of all on a dark night. The 
darker the night grows, the 
brighter it shines and the better we 
see it. When Venus appears in the 
East it is possible to see it in the 
early morning hours as well. 
Mars shines with a reddish light. 
The appearance of Mars varies from 
year to year. It depends upon the 
distance of the planet from the 
earth. It is closest to us every two 
years and two months. At such times 
Mars looks like a red lamp in the 
sky. The telescope reveals bluish 
marking on the planet. They vary 
with the changes of seasons. Mars 
has an atmosphere though it is not 
so dense as that of the earth. Most 
astronomers think that there is 
plant life on Mars. 
The last opposition of Mars when 
it is nearest to the earth took place 
at the beginning of September 1956. 
Astronomers of all the world 
observed Mars and took 
photographs of the planet. 
The result of their most 
important observation will help 
them to make a better study of the 
nature of Mars. 
Lesson 13. "ON THE JUCHE IDEA": 
An Immortal Classic Treatise of 
the Dear Leader Mr. Kim Jong 
II. rEx tract) 
The Juche idea is a new 
philosophical thought which 
centres on man. 
As the leader said, the Juche idea 
is based on the philosophical 
principle that man is the master of 
everything and decides everything. 
The Juche idea raised the 
fundamenta l ques t i on of 
philosophy by regarding man as 
the main factor, and elucidated the 
philosophical principle that man is 
the master of everything and 
decides everything. 
That man is the master of 
everything means that he is the 
master of the world and of his own 
destiny; that man decides 
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everything means that he plays the 
decisive role in transforming the 
world and in shaping his destiny. 
The philosophical principle of 
the Juche idea is the principle of 
man-centred philosophy which 
explains man's position and role in 
the world. 
ADDITIONAL MATERIALS 
1. Crusoe Makes a Home 
Crusoe made up his mind to find 
a new home. His tent was not safe 
enough. He walked about the island 
looking for a good place. He needed 
fresh water near by, and also a view 
of the sea. Perhaps one day a ship 
might come in sight. 
At last he found what he was 
looking for. It was a level stretch of 
grass on the hills about 100 yards 
wide and twice as long. In front it 
stretched down to the sea and 
behind was a steep cliff. In the rock 
of the cliff was a shallow cave. 
Here Crusoe decided to put up his 
tent. But first he wanted a fence to 
enclose his ground. He made this by 
setting up two rows of posts close 
together, in the shape of a half 
circle, 20 yards wide. Between the 
two rows of posts he placed thick 
wire cable from the ship to make 
the fence stronger. He left an 
entrance for the time being so that 
he could walk in and out. This was 
very hard work and took Crusoe 
many weeks. 
Inside the fence Crusoe put up a 
double tent. He made a small one 
inside the tent, and over it another 
larger one. He covered the outer 
tent with a large sheet of sail which 
he had saved from the ship. This 
was to keep off the heavy rain 
which he knew would come. Next he 
carried all his stores and food inside 
the fence, and put them in the tent. 
After this he closed up the 
entrance, and used a short ladder to 
get in and out. 
Next, Crusoe wanted to dig earth 
out of the cave to make it larger. But 
he had no spade. The next day, 
searching in the woods he found a 
tree of very hard wood. With his 
small axe, Crusoe cut off a piece of 
it. it was almost as hard as iron, and 
made his axe blunt. 
He carried this heavy piece of 
wood home. Little by little he was 
able to shape the wood into a spade. 
It had a handle shaped like an 
English spade. After many days' 
work it was ready to use. With his 
new tool, he dug earth and carried 
out of the cave and piled them 
against the fence. In this way he 
made the cave larger and the fence 
stronger. 
Not long after Crusoe had 
finished digging out his cave, a lot 
of earth and stones fell down from 
the roof. It frightened him, for if 
he had been underneath, he would 
have been buried. 
So he had a lot of work to do over 
again. There was the loose earth to 
be carried out, and some posts to 
make to hold up the roof. He fixed 
two posts, with boards across the 
top. Next day he put up more posts, 
in a row across the cave. This made 
his cave into two rooms. 
Inside the cave Crusoe began to 
put his things in order. He chopped 
and sawed long board for shelves. 
These he fixed along one side of the 
cave. When his things were 
arranged on the shelves, he knew 
where to find them. He made a 
wooden rack on which to hang his 
guns and tools. 
He needed a chair to sit on, and a 
table to eat from. To make these, he 
used short pieces of wood which he 
had brought from the ship. 
Crusoe had never done 
carpentry before, and all this work 
took him many weeks. 
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2. A Negro Woman 
It was a cold night. Eliza, a Negro 
slave, came to Uncle Tom's cabin. 
She carried her child, Harry in her 
arms. 
"I am running away, Uncle 
Tom," said Eliza, "because Master is 
going to sell my boy." 
"Sell your boy? Are you sure, 
Eliza?" said Tom in surprise. "Yes, 
I'm sure. I heard him say so," said 
Eliza. 
"Poor child. I'm sorry for you," 
said Uncle Tom. 
When Eliza left Uncle Tom's 
cabin, she felt very sad and lonely. 
She was sorry to leave all her 
friends behind her. 
Eliza walked on and on, never 
stopping, all through the night. 
When the sun rose, she was many 
miles away from her old home. Still 
she walked on, only stopping at 
noon at a farmhouse, to rest and 
buy some food for Harry and 
herself. 
At last, when it was nearly dark, 
Eliza arrived at a village by the Ohio 
River, she was quite tired, but still 
strong in her heart. 
She went to a little inn on the 
bank, where a kind-looking woman 
was busy cooking supper. 
"Is there any boat that takes 
people across the river now?" she 
asked. 
"No, indeed," said the woman. 
"The boats have stopped running. It 
isn't safe; there are many pieces of 
ice floating about." 
Eliza looked very sad when she 
heard this. And Harry was very 
tired, so he began to cry. 
"Well, take him into this room," 
said the woman, opening the door 
into a small bedroom. 
Eliza laid her little boy upon the 
bed, and he fell fast asleep. But for 
her there was no rest. She stood at 
the window, watching the river 
with its great floating piece of ice. 
As she stood there, she heard a 
shout. When she looked up, she saw 
the white master Halley. She 
stepped back suddenly. He had been 
riding all the way after Eliza and 
Harry. 
It was terrible moment. She 
caught her child and ran out of the 
room towards the river. When he 
saw her, Halley ran after her like a 
hungry wolf. 
When he came on just behind 
her, Eliza jumped over the water on 
a great piece of ice. It was desperate 
jump. She did not stay there a 
moment. She jumped to another 
piece of ice and still another 
jumping slipping springing up 
again. 
Her shoes were gone, and blood 
marked every step. But she knew 
nothing, felt nothing. At last she 
came over to the Ohio side, and a 
man helped her up the bank. 
"You are a brave woman," said 
the man. 
"Oh, help me do help me," she 
said. 
"Why, what's the matter?" asked 
the man. 
"My child! This boy Master sold 
him. Over there is his new master," 
she said, pointing to the other side. 
"You are a bright brave woman," 
said he. 
3. The Wisdom of a Poor Man 
Once a poor man tied his horse to 
a tree and sat down to rest. It so 
happened that a proud rich man 
who was going by saw him and also 
decided to rest there too. 
So he began tying his horse to 
the same tree. 
"Don't tie your horse to that 
tree," shouted the poor man. 
"My horse is wild, it will kill 
yours. Tie yours to some other tree." 
The rich man answered proudly. 
"I'll tie my horse where I wish!" 
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So he tied his horse to the same 
tree to which the poor man tied his, 
then he sat down and began to eat 
his dinner. 
Suddenly they heard a terrible 
noise. This made both men jump to 
their feet; the horses were fighting! 
The two men run up to stop 
them, but it was too late. The rich 
man, who was very proud of his 
horse, saw that the poor animal lay 
dead. 
Then the rich man got very 
angry, "See what your horse has 
done!" he shouted. "Oh, my horse! 
Now you will have to pay for my 
horse! I'll make you pay for it!" 
Saying so, he took the poor man 
to the judge. "Oh judge, whose 
wisdom is so much spoken of," he 
said. 
"This man's horse has killed 
mine. Put the man in prison and 
don't let him out until he pays for 
my horse." 
"Is that true?" asked the judge, 
turning to the poor man. "Has your 
horse really killed his?" 
But the poor man did not say a 
word. 
"Can't you speak?" asked the 
judge again. The poor man was 
silent. He was asked many more 
questions, but did not answer them. 
At last the judge said, "It's all in 
vain. The poor man can't speak." 
"Oh, sir," said the rich man. 
"This poor peasant can talk no 
worse than you or me. He spoke to 
me very well out there on the road." 
"Are you sure?" asked the 
astonished judge. 
"What did he say?" 
"He told me not to tie my horse to 
that tree, because his horse could 
kill mine. He advised me to tie my 
horse to some other tree." 
"Ah," said the judge, "now, I see. 
So you think your horse must be 
paid for. Why didn't you do as you 
were told to do? Why didn't you save 
your horse from death?" 
Then the judge asked the poor 
man. "Why didn't you answer my 
questions?" 
"I wanted to make him tell you 
the whole story," explained the poor 
man. "Now you can see who is 
telling the truth." 
The judge liked the poor man's 
answer and praised him for his 
wisdom. 
So the poor man went his way, 
and the rich man did not get a 
penny. 
4. A Greedy King 
Long ago there lived a king who 
had everything he could wish for: a 
rich country, a beautiful palace 
and, best of all, a daughter, Diana, 
who was very beautiful. Although 
King Midas was rich he was very 
greedy, and always wanted more 
than he had. 
One day an old man came to see 
him and told Midas that he could 
choose one wish. Midas chose that 
everything he touched would be 
turned to gold. The old man gave 
him his wish and Midas, eager to try 
his new power, went straight into 
the garden and touched a beautiful 
red rose. Immediately it turned to 
gold, gleaming in the sun. And then 
he went into the palace and he 
touched chairs and tables, vases, 
cups and plates and everything he 
touched turned into glistening gold. 
Even the oldest, worn-out 
saucepan in the kitchen turned to 
gold at his lightest touch. His whole 
palace was transformed. 
At last he grew hungry and he 
called for his dinner. He took a 
spoon, which immediately turned 
into gold much to his delight, and 
lifted a spoonful of hot soup to his 
mouth. He could not drink it! It had 
turned to solid gold! The same thing 
happened every time he tried to 
eat fish, meat, vegetables, even his 
favorite pudding, jam ropy-poly 
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they all turned into hard, tasteless 
gold. He got up slowly from the 
table, and went out. He wondered 
miserably in the garden what would 
happen to him if he could not eat. 
When he saw his little daughter 
come into the garden, and 
forgetting his 'gift' he touched her 
affectionately on her head, and 
then watched in horror as she too 
turned into gold. So he had killed 
his only child by his dreadful 
greed. 
5. Bruce and the Spider 
There was a king of Scotland 
whose name was Robert Bruce. He 
had needed to be both brave and 
wise, for the times in which he 
lived were wile and rude. The King 
of England was at war with him. and 
had led a great army into Scotland 
to drive him out of the land. 
Battle after battle had been 
fought. Six times had Bruce led his 
brave little army against his foes; 
and six times had his men been 
beaten, and driven into flight. At 
last his army was scattered and he 
was placed among the mountains. 
One rainy day, Bruce lay on the 
ground under a rude shed, listening 
to the patter of the drops on the 
roof above him. 
He was tired and sick at heart 
and ready to give up all hope. It 
seemed to him that there was no use 
for him to try to do anything more. 
As he lay thinking, he saw a 
spider over his head, making ready 
to weave her web. He watched her 
as she toiled slowly and with great 
care. Six times she tried to throw 
her frail thread from one beam to 
another, and six times it fell short. 
"Poor thing!" said Bruce: "You, 
too know what it is to fail." 
But the spider did not lose hope 
with the sixth failure. With still 
more case, she made ready to try for 
the seventh time. Bruce almost 
forgot his own troubles as he 
watched her swing herself out upon 
the slender line. Would she fail 
again? No! The thread was carried 
safely to the beam, and fastened 
there. 
"I, too, will try a seventh time!" 
cried Bruce. 
He arose and called his men 
together. He told them of his plans 
and sent them out with messages of 
cheer to his disheartened people. 
Soon there was an army of brave 
Scotchmen around him. Another 
battle was fought, and the king of 
England was forced to go back into 
his own country. 
6. Language Laboratory 
This is a language laboratory (or 
a lab as Americans call it). 
The language laboratory helps 
us to study foreign languages, it 
improves students' pronunciation, 
it provides practice and it is very 
important to have practice because 
we study language through 
practice. 
There are many different 
systems of language laboratories. 
This is a simple system lab which 
usually consists of a tape-recorder, 
ear phones or head phones through 
which the students listen to taped 
lessons or taped program, 
microphones for student response. 
Let us see all the equipment. 
Look at the picture. This is a tape-
recorder. These are headphones. We 
may call them earphones too. This is 
a microphone. 
Students sit at tables and 
sometimes there are partitions 
between them. If there are 
partitions in the lab, we call the 
individual space a booth. 
In order to make the sound 
louder we must have an electronic 
equipment amplifier. 
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We call the equipment for 
teacher-student interconnection 
the teacher's console. 
The teacher's console links the 
instructor (the teacher) with one or 
more students. The teacher can 
monitor the lesson by means of the 
equipment of the teacher's console. 
He can check on the progress of 
each student and this is very 
important for effective teaching. 
7. Voltage and Current 
Electric power is made at power 
stations, but it is usually needed far 
away. How is the current taken to 
far-off paces? 
Thick wires usually carry it 
across the country, and steel pylons 
hold the wires above the ground. 
The pylons are so high that nobody 
can touch the wires, they are made 
of aluminium, and thirty wires 
together form one thick cable. 
Aluminium is so light that the 
pylons can easily hold the cables 
up. 
It would not be cheap to drive 
very large currents through these 
cables. Large currents need very 
thick wires. If thin wires are used, 
they get hot or melt, and so the 
currents ought to be as small as 
possible. Can we send a lot of power 
if we use a small current? We can do 
so if the voltage is high. We need a 
small current and a high voltage; or 
a large current with a low voltage. 
The small current is cheaper 
because the wires need not be thick. 
The result is that the voltage has 
to be very high. The pressure in the 
aluminium cables may be 132,000 
volts, and this is terribly high. The 
voltage of a small battery is usually 
between 1.5 and 9 volts. This is the 
kind of battery which we carry 
about in our pockets. A car battery 
has a voltage of 6 or 12 volts. In a 
house the pressure in the wires 
may be 220 volts, or something like 
that. Even 220 volts is high enough 
to kill a person, so what would 
happen if we touched one of the 
aluminium cables? The high 
voltage would drive a heavy 
current through our bodies to the 
earth. 
The wires are placed high up so 
that nobody can touch them. When 
they lead down to a house or a 
railway, the voltage is made lower, 
the current must be higher. If it is 
not, we shall lose power. So the 
wires have to be thicker. 
The wires must never touch the 
steel pylons. If they did that, the 
current would escape to the earth 
through the steel. Steel is a good 
conductor of electricity, and so are 
most metals. We have to separate the 
wires from the pylons, and we do 
this with insulators. 
An insulator does not allow an 
electric current to flow through it; 
but a conductor lets it flow easily. 
Paper, air and glass are examples of 
good insulators. Another is 
porcelain. Porcelain is such a good 
insulator that it is widely used, and 
the aluminium cables hang down 
from the pylons on several 
separated porcelain insulators. 
Parts of these have to keep dry even 
when it rains, because water is a 
good conductor. So the insulators 
have a special shape and the rain 
cannot reach all parts of them. 
8. Galileo 
Galileo was bom in 1564. He was 
an excellent mathematician an by 
1589 he was a professor of 
mathematics at the university of 
Pisa and fascinated with 
experimental science. 
At this time the Church taught, 
and nearly everybody believed, that 
the earth was the centre of the 
universe and that the sun and the 
planets and the moon moved round 
it. Before Galileo was bom, the 
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Polish astronomer Copernicus 
published a book advancing the 
theory that the earth and the 
planets went round the sun. The 
Church condemned this and in 1600 
they burnt a man called Giodano 
Bruno who said that he agreed with 
Copernicus. In 1592 Galileo moved to 
another university, Padua. By this 
time he had become extremely 
interested in astronomy, and was 
certain in his own mind that 
Copernicus had been right in 
saying that the earth moved around 
the sun. This was not the official 
Church view and it was dangerous 
to support Copernicus. At first 
Galileo was wise enough to keep 
silent. Galileo heard of the 
invention of the telescope by a 
Dutchman, Lippershey, and made 
himself one. During the winter of 
1609-1610, he made a series of 
important discoveries which were 
to change the whole course of 
astronomical history and which 
brought great misfortune on Galileo 
himself. The telescope was only a 
small one by modem standards, yet 
even so Galileo discovered the 
mountains on the moon, the 
changes in the appearance of the 
planet Venus, spots on the sun, and 
the four moons of the planet 
Jupiter. He also found that the 
Milky Way, which stretches across 
the sky as a luminous band, is made 
up of a cast number of faint stars. 
Galileo wrote a book in which he 
described these discoveries. At once 
he met with opposition; one man 
accused him of bewitching the 
telescope and refused to look 
through it at all. But the real 
trouble was that Galileo's work 
confirmed his belief in the 
Copernican theory. Galileo was 
warned by the Church leaders and 
for many years he was left more or 
less alone. Then in 1632 he 
published a book coming out in full 
support for Copernicus and the 
Church took action. In the 
following year. Galileo was called to 
Rome and put on trial. 
He had hoped that the Pope, 
whom he had known for many 
years, would be friendly towards 
him, but he was disappointed. The 
Church was very much alarmed; to 
remove the earth from its position 
in the centre of the universe would 
strike at the heart of its teaching. 
The Church was not usually 
merciful and many people had been 
burned at its orders. Galileo was 
threatened with torture and told to 
give up, curse and hate the theory 
that the earth moves around the 
sun. 
It is said that he whispered to 
himself "And yet it does more". 
Though the story probably untrue, 
he never for a moment doubted that 
the Copernican theory was correct. 
9. Magellan 
The passage is about an explorer 
of the 16th century. This map shows 
where he went. 
Early in the 16th century men 
were trying to reach Asia by 
traveling west from Europe. In 
order to find Asia they had to find a 
way past South America. The man 
who eventually found the way from 
the Atlantic Ocean to the Pacific was 
Ferdinand Magellan. 
Magellan sailed from Seville in 
August, 1519, with five ships and 
about 280 men. Fourteen months 
later, after spending the severe 
winter on the coast of Patagonis, he 
discovered the channel which is 
now called Magellan's Straits. In 
November, 1520, after many months 
of dangers from rocks and storms, 
the three remaining ships entered 
the ocean on the other side of South 
America. 
They then continued, hoping to 
reach Asia. But they did not see any 
land until they reached the islands 
off the coast of Asia. Before they 
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arrived at these islands, later 
known as the Philippines, men 
were dying of starvation. While 
they were staying in the 
Philippines, Magellan was killed in 
battle. The remaining officers then 
had to get back to Spain. They 
decided to sail round Africa. After 
many difficulties, one ship with 
eighteen men sailed into Seville 
three years after leaving. They 
were all that remained of 
Magellan's expedition. However, 
their achievement was great. They 
were the first men to sail round the 
world. 
10. Gulliver in Lilliput 
On the fifth of November, which 
was the beginning of summer in 
these parts, the weather being very 
misty, the sailors saw a rock close 
by the ship. The wind was so strong 
that we were driven on to this rock, 
and the ship began to break up. 
Five of the sailors and myself let 
down the boat into the sea, and tried 
to get away from the ship and the 
rock. We rowed until we could not 
row any longer, being already tired 
from too great labour, while we 
were in the ship. In about half an 
hour the boat was upset by the 
waves. What happened to my 
friends I cannot tell, but I think all 
of them must have been lost. 
As for myself, I swam as well as I 
could, pushed forward by wind and 
wave. I often let my legs drop and 
could not touch the bottom. But just 
when I could not swim any longer, I 
got to the shore. It was about eight 
o'clock in the evening. 
After waiking along for about a 
mile without seeing either houses 
or people, I became extremely tired, 
and I lay down on the grass, which 
was very short and soft. There I 
slept more deeply than ever before. 
When I opened by eyes it was just 
daylight. 
I tried to get up, but could not 
move, for I found my arms and legs 
tied strongly down to the ground. 
My hair, which was long and thick, 
was held down in the same manner. 
Besides, I felt several fine ropes 
across my body, from my arms to 
my legs. I could only look upwards. 
The sun began to grow hot, and the 
light hurt my eyes. I heard a 
strange noise around me, but as I 
lay on my back I could see nothing 
but the sky. 
In a little time I felt something 
alive moving on my left leg. 
Advancing quietly forward over my 
body it came almost up to my throat. 
Bending my eyes downward as 
much as I could, I saw that it was a 
little man hardly six inches high, 
with a bow and arrow in his hands 
and a quiver at his back. 
I felt forty or more of the same 
kind, following the first. I was 
greatly surprised, and cried out so 
loud that they all ran back in fear. 
Some of them, as I was afterwards 
told, were hurt in jumping from my 
sides to the ground. 
However, they soon returned. 
One of them, who dared to take a full 
view of my face, lifted up his hands 
and eyes in admiration, crying out 
in a high, clear voice, "Hekinah 
degul". The others said the same 
words again several times, but I did 
not know then what they meant. 
11. William Tell 
One fine day William Tell was 
walking to the market square of a 
town in Switzerland. His eldest son, 
who was ten years old, walked by 
his side. Tell was tall and strong, 
broad and shapely; and there was a 
look of bright happiness in his 
eyes. His home was among the 
mountains of Switzerland. He was 
the best bowman in those parts, and 
skillful sailor. He was a bold and 
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freedom-loving man, one who 
feared God and feared no one else. 
In the market square there stood 
a number of Austrian soldiers. The 
Swiss have always been a freedom-
loving nation; but at this time they 
were under the cruel rule of the 
Duke of Austria. The Austrians 
cruelly oppressed the Swiss. The 
Duke's cap was put up on a long pole 
in the market square; everyone 
who passed by had to salute the cap. 
The soldiers stood by to make 
everybody bow to the Duke's cap. 
William Tell went into the 
market-place. Suddenly a soldier 
caught him by the arm. 
"Salute!" said the soldier angrily. 
Immediately Tell was surrounded. A 
crowd gathered round them at once. 
"I have done nothing wrong," 
Tell said, facing the soldiers calmly. 
"But you didn't salute the Duke's 
cap," said the soldier. "Come on, 
salute it." 
Tell refused. "Why should I bow 
before an empty cap at the end of a 
pole?" he said. 
"If William Tell does not want to 
do something, no one can make him 
do it." said one of the onlookers. The 
crowd was on William Tells side, 
and that made the soldiers angrier. 
The soldiers took Tell to the 
Governor of the town, who was 
standing with his soldiers at the end 
of the market-place. He was an 
Austrian named Gessler, and a cruel 
tyrant. 
"This man has insulted the 
Duke's cap," said the soldiers to the 
Governor. "And he is making others 
insult it." 
"That is not true," replied Tell. 
Tells young son, who was standing 
among the crowd, came forward and 
took hold of his father's hand. 
Gessler caught the boy's arm. 
"Please do not harm him; he is 
my son," said Tell. 
"I will not harm him," said 
Gessler with a cruel laugh. "If any 
one harms him, it will be you." he 
made the soldiers tie the boy to a 
tree at some distance. An apple was 
placed on his head. 
"What is this for?" asked Tell. 
"I hear you are a very skillful 
bowman," replied Gessler. "I want to 
see you shoot. If at this distance you 
can shoot an arrow and split the 
apple, I will give you your life. If 
you miss, or refuse to shoot, you 
die!" 
"Then I don't want to shoot; let 
me die," said Tell. 
"But we will break the boy's 
neck first," said the cruel tyrant. 
"And you will see your son die right 
in front of your eyes!" 
Tells eyes flashed with anger. 
"Give me the bow," he said. He 
took out two arrows from his quiver 
and stuck one in his belt. He bowed 
his head and stood for a moment in 
silence. He was praying. He then 
raised his head and took aim. The 
onlookers held their breath. 
Twang! The arrow shot forward, 
split the apple in two and buried 
itself deep in the tree. The next 
moment, the people saw the apple 
fall, one piece on either side. 
"Hurrah!" they shouted. 
"That was a good shot, traitor," 
said Gessler. "But tell me this. You 
took two arrows, and stuck one in 
your belt. What was the second one 
for?" 
"I had it ready for you, cruel 
tyrant," replied Tell, "if I missed my 
aim with the first!" 
"That is the traitor speaking," 
said Gessler. "I have promised not to 
kill you and I will keep my promise. 
But you will spend the rest of your 
life in prison." The Governor's ship 
was lying in the lake near by, ready 
to sail. Tell was put in chains and 
taken to the ship. 
The ship set sail and started to 
cross the lake, but a storm broke out 
and blew it off its course. The 
Governor's party was in great 
danger. Then they remembered that 
William Tell was the most skillful 
sailor in those parts and they spoke 
to Gessler. 
"Take off his chains," replied the 
Governor, "and let him try to bring 
the ship back on its course." 
William Tell quickly brought the 
ship under control, but instead of 
trying to cross the lake, he turned 
the ship round and sailed back 
towards the shore. Tell, who now 
thought only of freedom, brought 
the ship to a rock that stuck out into 
the lake. The next moment, the 
Austrians saw him jump on to the 
rock and run out of sight. 
"Let them save themselves if 
they can," said Tell to himself. 
Tell hid himself by the roadside 
and waited. 
"If the tyrant escapes with his 
life, he will come this way," he said 
to himself. Soon Gessler came that 
way, riding on his horse. 
"I will destroy the whole family 
of this traitor called Tell," he was 
saying to himself. Tell, who was 
waiting for him, bent his bow and 
let fly the arrow. Gessler dropped 
dead from his horse. 
William Tell fought for the 
freedom of the Swiss nation. He 
made the peasants rise against the 
Austrians. They defeated their 
oppressors and drove them out of 
their country. The Swiss nation was 
free again. 
The people wanted to make 
William Tell king. He refused, and 
went back to his home among the 
mountains. 
B. STATISTICS FOR NORTH KOREAN TEXTBOOK ANALYSIS 
I. VOLUME 4 
La. LESSONS 
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LESSON TITLE TOPIC THEME # OF WORDS PERCENT 
1. The Shining Torch of Juche 
Our Classroom 
2. I'm Glad to Meet you 
In Ho's Diary 
3. English is Spoken in Class 
A Visit to a Factory 
4. Let's Go Shopping 
He likes Sports 
5. When the Sun Sets it Gets Dark 
In the Morning 
6. Have You Anything to Do? 
A Poor Little Girl 
7. I Know That You Are Busy 
Poor Tom Died 
8. He Looks Happy 
The Sun, the Earth and Stars 
9. I Know How to Drive a Tractor 
At the Library 
10. Hurry Up, and You'll Catch It 
Our National Holidays 
11. They Keep Food Warm 
A Beautiful Town 
12. The Stars Can Be Seen at Night 
The Climate in England 
13. We Worked Hard so as to Finish It 
Preparing for a Demonstration 
14. I Wish You Success 
Wishes and Congratulations 
15. He Swept the Fallen Leaves 


































































































































































A/1. The Ant and the Grasshopper 
A/2. The Lion and the Rabbit 
A/3. The Little Red Hen 
A/4. The Birds' Quarrel 
A/5. The Clever Judge 
A/6. The Thermometer 





























Total 7571 100.00 
*CAP=capitaIist society; FIC=fiction; F/NK=relationship with foreign countries; 
SCI=science; A/=AdditionaI reading 
Lb. TOPIC 
CAPITALIST SOCIETY 
RELATIONSHIP WITH FOREIGN COUNTRIES 
FICTION 
LIFE IN NORTH KOREA 
SCIENCE 












Total 7571 100.00 
I.c THEMES 







































Total 5627 74.36 
























GRAND TOTAL 7571 100.00 
I.d. CONTENT 










#OF WORDS PERCENT 
lesson 2, 6, 11 





lesson 5, 10 
lesson 11 



















Total 1003 13.25 
2. VALUES 














lesson 1, 2, 3, 4, 5, 9, 10, 13, 14, 15, 
A/1, A/3 
lesson 2, 6, 11 
lesson 1, 10, 14 
lesson 10, 14 
lesson 3 
lesson 2, 7, 9, 10, 14 
lesson 15, A/5 




























#OF WORDS PERCENT 
3. SCIENCE 
4. CAPITALIST SOCIETY 
5. OTHERS 
lesson 3. 8. 11. 12. A/6. A/7 
 
lesson 6. 7. 11. 13 







GRAND TOTAL 7571 100.00 
II. VOLUME 5 
Il.a. LESSONS 
LESSON TITLE TOPIC THEME # OF WORDS PERCENT 
Song of General Kim II Sung 
1. School Has Opened Again 
2. A Letter 
3. A Visit to the Farm 
4. Let's Do Good for the School 
5. The Lamb and the Wolf 
6. A Sports Day 
7. John Smith Has No Job 
8. What Do They Wear 
9. English Lesson 
10. No Food for a Lazy Boy 
11. Air Always Moves 
12. Extract of Treatise 
A/1. Man, Son and their Donkey 
A/2. Tom Canty 
A/3. The King and the Boatman 
A/4. The Blind Man and the Elephant 
A/5. The Solar System 













































































Total 6067 100.00 
*PP=political propaganda; CAP=capitalist society; FIC=fiction; FFIC=foreign 


















































Total 4145 68.32 















GRAND TOTAL 6067 100.00 
I.d. CONTENT 
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Total 3198 52.71 
3. SCIENCE 
4. CAPITALIST SOCIETY 
5. OTHERS 





































He Builds Up His Body 
Let's Go Together 
Tom's Father Hit His Master 
The Olympic Games 
Which is Better? 
One of Thousands 
P y o n g y a n g 
The Earth 
I Have Found It! 
Gravity 
The Solar System 
On the JUCHE Idea 
Crusoe Makes a Home 
A Negro Woman 
The Wisdom of a Poor Man 
A Greedy King 
Bruce and the Spider 
Language Laboratory 























































































A / 8 Galileo 
A / 9 Mage l l an 
A/10 Gulliver in Lilliput 



















*CAP=capitalist society; FIC=fiction; FFIC=foreign fiction; FHIST=foreign 
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SCIENCE 
















Total 8888 100.00 
III.c THEMES 

































Total 5326 59.92 
2. NEUTRAL THEMES 
SCIENCE 
OTHER 






Total 3562 40.08 
GRAND TOTAL 8888 100.00 
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IILd. CONTENT 
1. LIFE IN NORTH KOREA 
#OF WORDS PERCENT 
PERSONAL lesson 2 211 2.37 
SCHOOL lesson 1 173 1.95 













A / 5 
lesson 13 
A / 3 
lesson 5, 8 























lesson 9. 10. 11.12. A/7 1833 20.62 
4. CAPITALIST SOCIETY 
lesson 4. 7. A/2. A/8. A/11 2662 29.95 
5. OTHERS 
lesson 3. 5. A/1. A/6. A/9. A/10 1946 21.89 
GRAND TOTAL 8888 100.00 
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C. READING TEXTS IN SOUTH KOREAN ENGLISH TEXTBOOKS 
MIDDLE SCHOOL ENGLISH 2. Dong-A 
Publishing Company (Ministry of 
Education Authorization: 88.7.28). 
(5856 words) 
Lesson 1. The First English Class 
Preview: 
Don't make a noise. Be quiet. 
Help old people. Be kind to them. 
Come early. Don't be late. 
Be at school every day. Don't be 
absent. 
I'm not a teacher now, but I'm 
going to be one. 
It's half past eight. We're going to 
be late. 
He's going to Japan. He's not going 
to be here today. 
You must listen to your teacher. You 
must not make a noise. 
What must the students do at school? 
They must study hard. 
What mustn't the students do in 
class? They mustn't sleep. 
The first English class is going 
to begin soon. The students are all 
in the classroom. Two of the 
students are talking. 
A: Excuse me, but who's going to be 
our English teacher? Do you 
know? 
B: Yes, I do. Mr. Mun is. 
A: Mr. Mun? Do you know him? 
B: Yes, I know him. 
A: Does he know you, too? 
B: Yes, he does. He knows me. 
A: Be quite! 
B: What's the matter? 
A: Look. The teacher is here. 
B: Oh, is he? I'm sorry. 
A: That's all right. 
Hello everyone. I'm very glad to 
meet you. My name is Mun Hui-
chun. I'm your English teacher for 
the new term. I'm going to be a good 
English teacher. How am I going to 
be a good one? Well, I need your 
help. 
What kind of help do I need? 
Well, here it is. First, do not be 
absent from my classes. Second, do 
not be late for my classes. Third, do 
not make a noise in my class. 
Fourth, please do your homework 
well. Fifth, listen to me carefully in 
class. Sixth, ask many questions. 
Do not do the first three things, 
and do the last three things well. 
Can you give me this help? You sure 
can. All of us are going to be good 
students of English. Thank you very 
much for listening. 
Lesson 2. Mu-shik's Bad Habits 
Preview: 
He's a middle school boy now, but he 
will be a high school student 
soon. 
It's Friday today, so it will be Sunday 
the day after tomorrow. 
Pay me 1,000 won, or I will not sell 
it. 
Stop making noise, or our teacher 
will be angry. 
Let's start now, or we'll be late for 
the school bus. 
Mu-shik looks fat and heavy. 
You don't look happy this morning. 
He looks strong, but he isn't. 
Mu-shik spends too much money 
every day. His mother doesn't like 
the habit. 
Mu-shik: Mother, may I have five 
hundred won? 
Mother: Five hundred won again? 
You had five hundred won this 
morning. Remember? 
Mu-shik: Yes, but Mu-hui and I 
bought some ice cream with it. 
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Please let me have five hundred 
won again. 
Mother: What are you going to do 
with it this time? 
Mu-shik: I want some cake. 
Mother: I'm sorry, Mu-shik. You 
may not have it. 
Mu-shik: Please, Mother, please. 
Mother: No, Mu-shik. How much did 
you spend yesterday? 
Mu-shik: I spend one thousand won 
yesterday. 
Mother: Well, how much did you 
spend the day before yesterday? 
Mu-shik: One thousand won. 
Mother: You spend too much money 
every day. That's not good. It's a 
bad habit. It's a very bad habit. 
Stop it, or I will talk to your 
father. 
This is Mu-shik. He is fourteen 
years old. He looks fat and heavy. 
He goes to middle school, but he 
is not a good student. He does not 
work hard at school. He does not get 
up early and he is sometimes late 
for school. 
Mu-shik did not look so fat and 
heavy three years ago. He looked 
thin and very healthy. He did not go 
to middle school then. He went to 
elementary school. He got up early 
every morning. He was never late 
for school. He always worked hard 
and never late for school. He always 
worked hard and he was really a 
good student. 
Now, he has some bad habits, he 
eats a lot at every meal, he takes 
little exercise. He spends a lot of 
money. He spends it for ice cream, 
cake or candy. He likes sweet things 
very much. He must stop eating too 
much food and spending too much 
money, or he will be too fat and too 
heavy. People will laugh at him. 
Lesson 3. The Park is for Everybody 
Preview: 
That's a bad dog. Never go near it. 
Never cross the street against the 
red light. 
The students are bringing their 
mothers to the school. 
My father brought me a camera 
from Seoul. 
I will take you home by car. 
He took a brown dog along with him 
to the park. 
The park has many playthings in it, 
but it does not have many 
children. 
Seoul has many tall buildings. 
Su-tong's middle school has about 
two thousand students. 
The little boy here is Chong-
nam. He's in a park. Chong-mi, his 
sister, brought him there. 
Chong-mi: Wait, wait, Chong-nam. 
Hold it. What're you going to do? 
Chong-nam: I'm going to pick the 
flower. 
Chong-mi: No, don't. You much not 
pick the flowers here. 
Chong-nam: Why not? I picked 
some yesterday. 
Chong-mi: You made a big mistake 
then. Never pick flowers here 
again, do you understand? 
Chong-nam: But they are not yours. 
They are not mine. 
Chong-mi: Oh yes, they are. AH the 
flowers and trees are ours. The 
swings, the slides, and the 
seesaws are ours, too. 
Chong-nam: How can they be? The 
park is not ours. 
Chong-mi: My little brother, the 
park is for everybody. It is for 
us. It is for those other people, 
too. 
Chong-nam: Is the park theirs and 
ours then? 
Chong-mi: That's right. The park 
must always be beautiful and 
clean for everybody. 
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Chong-mi took her little brother 
to a park. She took him there last 
Wednesday. They had a lot of fun 
there. 
The park did not have many 
children in it. So they could use all 
the playthings without waiting. 
They used the swings. They used the 
slides. They played with other 
things, too. 
After about an hour Chong-mi's 
littie brother went to the flowers. 
He walked into the garden. 
"What are you going to do?" 
Chong-mi asked. 
"I'm going to pick the beautiful 
flowers," her little brother 
answered. 
"No, don't," Chong-mi said. "They 
are for everybody here. Like the 
swings and the slides, they must be 
there for all of us today, tomorrow 
and the day after tomorrow. 
"But the park is not ours. It is 
not theirs." 
Yes, it is," Chong-mi said. "Don't 
pick the flowers, or I will not bring 
you here again." Chong-mi is 
always a wonderful teacher for her 
little brother, Chong-nam. 
Lesson 4. Seoul, the Capital Citv of 
Korea 
Preview: 
Judy is tall. Lily is taller than Judy. 
Helen is the tallest girl. 
My uncle is old. My father is older 
than my uncle. My grandfather 
is the oldest man. 
Which bridge is longer, this one or 
that one? 
This one is longer. It is three 
hundred feet, and that one is 
only two hundred. 
Which is smaller, a mouse or a cat? 
A mouse is (smaller than a cat). 
Which is higher, Mt. Halla or Mt. 
Sorak? 
Mt. Halla is (higher than Mt. Sorak). 
What river is Seoul on? 
It is on the Han River. 
Where do you come from? 
I'm from Washington. 
Who did the American talk to? 
He talked to Mr. Kang. 
Mr. Kim is in the United States 
now. He is visiting the country. An 
American is asking him some 
questions. 
American: What part of Korea do 
you come from, Mr. Kim? 
Mr. Kim: I'm from Seoul. Seoul is the 
Capital of Korea. 
American: Of course. It's a big city. 
It's bigger than Washington, our 
capital. 
Mr. Kim: How did you know that? 
Did you ever visit Seoul? 
American: No, but I hear a lot about 
Seoul. Seoul is older than any 
city in our country. It's one of 
the oldest cities in the world. 
Mr. Kim: But who talks about Seoul 
in the United States? 
American: Many people do. They 
talk about the Asian Games and 
the Olympic Games. 
Mr. Kim: I see. Why don't you visit 
us some day? 
American: Thank you. Perhaps I 
will. By the way, what's the 
population of Seoul today? 
Mr. Kim: It's more than ten million. 
American: Seoul has a population of 
more than ten million people! 
My, it sure is one of the biggest 
cities in the world! 
Seoul is the capital city of Korea. 
It is on the Han River. The city is 
very old and very big. It is bigger 
and older than many other capital 
cities. As a matter of fact, it is one of 
the biggest and oldest cities in the 
world. 
Seoul has beautiful palaces in it. 
In each palace there are many 
interesting things. They show the 
history of Seoul. Some of them are 
five hundred years old and others 
are even older. 
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Seoul is new in many ways, too. 
It has many tall buildings. It has 
subways with beautiful stations at 
every stop. The freeways run in all 
different directions. One runs from 
east to West. One runs from north to 
South. One runs around through the 
suburbs. 
People from many different 
countries visit Seoul. The number of 
visitors grows every year, and each 
of them talks to his friends about 
his visit back home. 
Lesson 5. Linda's Birthday 
Preview: 
Will you answer it? Yes, I'll get it. 
This is Betty speaking. Who is this 
calling, please? 
This is Mr. Harris calling. May I 
speak to your mother? 
I want to talk to you, Mrs. Min. 
I want to be your friend. 
My mother wants me to help her. 
Mother called me when I was 
watching TV. 
When I came home, I couldn't open 
the door. 
She stayed at her house until I 
visited her. 
It is about noon on Sunday. The 
telephone rings when Susan is 
watching television in the living 
room. Susan's mother is with her. 
Susan: (To her mother) I'll get it. 
(Picks up the phone) Hello. 
Caller: May I speak to Susan, please? 
Susan: This is Susan speaking. Who 
is this, please? 
Caller: This is Linda's mother. 
Susan: Oh, hello, Mrs. Miller. How 
are you? 
Caller: Fine, thank you, Susan. How 
are you? 
Susan: Fine, ma'am. What can I do 
for you? Do you want to talk to 
my mother? 
Caller: No. I want to talk to you. 
Susan: Sure. Go ahead. 
Caller: Tomorrow is Linda's 
birthday. We want to invite you 
to her birthday party. The party 
is at five o'clock. Can you come, 
Susan? 
Susan: Of course I can. I'll be happy 
to. 
Caller: We'll be waiting for you 
then. Goodbye. 
Susan: Thank you for inviting me, 
Mrs. Miller. Goodbye. 
Yesterday was April 3rd. It was 
my fourteenth birthday, but I did 
not know it. How could that 
happen? I don't know. I sometimes 
forget important things like that. I 
hope it never happens to you. 
Anyway I stayed at my uncle's 
house until about five o'clock 
yesterday. My mother wanted me to 
stay there. 
When I came home, I could not 
open the door of the living room. I 
say my mother in the kitchen. 
"I can't open the living room 
door. Mom," I said. 
"That's strange," my mother said. 
"I'll be right with you, Linda." 
When my mother and I tried to 
open the door together, it opened. It 
was very quiet in the living room, 
but there was a birthday cake with 
lighted candles on it on the table. 
When I walked up to the cake, 
suddenly the other door opened. 
many friends of mine came in 
through it and sand "Happy 
Birthday." Then I knew it was my 
birthday. All the friends came for 
my birthday party. Each of them 
brought a present for me, and I was 
very, very happy. 
Lesson 6. Who will Bell the Cat? 
Preview: 
You have to go there early, but you 
do not have to go before 
breakfast. 
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She has to do her homework now, or 
she will have to do it tomorrow. 
The cat is too fat to come in. 
They are too hungry to play any 
more. 
The room is too dark to do anything 
in it. 
If we stay home, we're OK. 
If you can go now, I can go with 
you. 
If we hear the cat, we will run 
home. 
These mice are a family. They 
are meeting for an important 
matter under the moon. 
Father Mouse: We can't live in 
danger any more. We have to do 
something. Or the fat cat will kill 
all of us. 
Mother Mouse: I have an idea. If we 
stay in the house, we're OK. The 
cat is too fat to come in. 
Daughter Mouse: That's right. If we 
don't go out, he can't kill any of 
us. 
Father Mouse: But we'll be hungry 
soon. We will have to go out and 
get food. 
Mother Mouse: I have a better idea. 
Daughter Mouse: What is it? 
Mother Mouse: Do we hear the fat 
cat when it comes? 
Daughter Mouse: No, we never do. 
The fat cat makes no noise when 
it comes to get us. 
Mother Mouse: If we hear the cat, 
we'll run home. 
Daughter Mouse: How can we hear 
him? 
Mother Mouse: We can hear him if 
he wears a bell. 
Father Mouse: That's a wonderful 
idea! But who will bell the cat? I 
won't. 
Some languages have many 
sayings. Korean and English, for 
example are full of them. What is a 
saying? It is only a short sentence, 
but it gives us a true lesson about 
everyday living. 
Here is an English saying. It 
goes, "All work and no play makes 
Jack a dull boy." 
Who is jack? It just means a 
person, any person. What true 
lesson does it give then? If a person 
does not learn to enjoy living, he or 
she is not a happy person. 
"Who will bell the cat?" This is a 
Korean saying. It is an English 
saying, too. I like it very much. Of 
course, you know it comes from an 
Aesop story. What true lesson does 
this one give? 
Well, the "cat" means a very, 
very big danger. And "belling the 
cat" means stopping that danger. If 
you want to stop the danger, you 
may have to die. And if some work 
means death, who will do the work? 
Of course, nobody will do it. We get 
that lesson from the saying. 
Lesson 7. An Interesting Story to 
leu 
Preview: 
I'm thirsty. Can I have something to 
drink? 
My grandfather needs someone to 
talk to. 
Mr. Smith came to Korea to study 
our language. 
We are ready to have dinner. 
My mother is very glad to see me 
when I come home. 
Are we preparing for something? 
We are preparing for an important 
meeting. 
What was his story about? 
He talked about King Sejong. 
What was your answer to the 
question? 
My answer to it was "No." 
Ken, an elementary school child, 
came to see his mother when she 
was getting ready to go to bed. 
Mother: I thought you were in bed, 
Ken. Why aren't you sleeping? 
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Kenneth: Because I'm in big 
trouble. Maybe you can help me, 
Mother. 
Mother: You wanted a book to read 
an hour ago. You wanted 
something to drink before that. 
What kind of help do you want 
this time. Ken? 
Kenneth: I need a story to tell. I 
have to tell a story in class 
tomorrow, but I don't know any 
stories to tell. 
Mother: So you want a story to tell 
in class tomorrow. Okay, let me 
think. I think I have one. 
Everybody will like it very 
much. 
Kenneth: That's great! Let me hear 
it. Quick! 
Mother: The story is about a German 
king and two French soldiers. 
Get a piece of paper and take 
notes. 
Kenneth: Do you think that my 
friends are going to like it? 
Mother: Sure, I do. It's an 
interesting story to tell, and it is 
an interesting story to hear, too, 
son. 
Once there were two young 
Frenchmen in the German army, 
but their German was very poor. 
They could understand and speak it 
very little. One day the German 
king came to visit the army. 
"The king will come to see both 
of you," an officer told them. "He 
may ask you these questions: How 
old are you? How long ago did you 
join the army? Are you happy 
here?" 
"How must we answer the 
questions?" asked the Frenchmen. 
"You must say, 'Twenty-one 
years. One year. Yes, both of us 
are.'" Then the officer told the 
French soldiers to try hard to 
remember the answers. 
Soon the king came. "Where are 
the two French soldiers?" asked the 
king. "I want to meet them first." 
When the king met the soldiers, 
he had the same questions to ask, 
but he asked the second question 
first. 
"How long ago did you join the 
army?" asked the king. 
"Twenty-one years," said the 
young men. 
"How old are you then?" 
"One year," they said. 
"What are you talking about? 
Are you crazy?" 
"Yes, both of us are," said the 
soldiers. 
Lesson 8. Which Season Do you Like 
Best? 
Preview: 
We went swimming often last 
summer. 
We will go skiing next winter. 
Yong-nam went fishing but I went 
boating. 
Mr. Miller speaks Korean well. Mr. 
Smith speaks it better than Mr. 
Miller. Mrs. Smith speaks it 
better than her husband. Who 
speaks Korean best? 
Miss Ford enjoys music very much. 
Her mother enjoys it more than 
she. Her father enjoys it more 
than his wife. So Mr. Ford enjoys 
it most (of all). 
German is difficult to learn. French 
is more difficult to learn than 
German. Chinese is more 
difficult to learn than French. 
Which language is the most 
difficult of all? 
Soccer is more interesting than 
baseball. Tennis is more 
interesting than soccer. Tennis 
is the most interesting of the 
three sports. 
Two good friends, Jack and Tom, 
are talking to each other about 
their experiences during the 
summer vacation. 
Jack: We went camping on the 
beach for a week. 
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Tom: Did you have a good time? 
Jack: We sure did. Every minute of 
our stay out there was fun. 
Tom: What did you do? 
Jack: We went swimming and 
boating in the sea every day. 
And when we were tired of 
swimming, we lay on the sand. 
What did you do during the 
summer, Tom? 
Tom: My uncle and I went camping, 
too, but we camped on the side of 
a river. We went swimming and 
fishing in the river, but could 
not do any boating. 
Jack: That's really wonderful! I 
think that summer is a very 
exciting season. 
Tom: Maybe, it's more exciting than 
spring. 
Jack: Well, to me it is the most 
exciting of all the seasons. 
Tom: Let's make plans to visit a 
river or a lake together next 
weekend. What do you think? 
Jack: I think that's a wonderful 
idea. 
Which seasons do people like 
best? Your answer to the questions 
is perhaps spring or fall. Which 
season do they like least? Your 
answer to this one, of course, is 
summer or winter. 
When you give answers like 
that, you usually think of the bad 
things about summer and winter 
and the good things about spring 
and fall. In other words, you forget 
about the good things which 
happen during the cold and hot 
seasons. 
In winter you go skiing. You go 
skating. You have snow. In summer 
you go camping. You go swimming 
and boating. You go fishing, too. 
Can you think of any bigger fun 
than these? You can have fun like 
that during these two seasons 
because you have long vacations. 
When you say that you like 
summer or winter least, you forget 
the excitement. Or you just stay 
home during the vacation and do 
not try to have fun. You do your 
homework and help the other 
members of your family. You think 
that's enough. What does that 
mean? It means that you are the 
Jack of this saying: "All work and 
no play makes Jack a dull boy." 
Lesson 9. We Think in Language 
Preview: 
How do you say "choyonghi hae" in 
English? 
We say, "Be quiet." 
What's "You're welcome." in 
Korean? 
I think it is "ch'onmaneyo." 
This is the man who showed me the 
way. 
Then you are the one (whom) he 
helped. 
The book which I'm reading now is 
about Korea. The man (whom) 
we met at the library yesterday 
wrote the book. 
The clock which is on the wall is 
very old. It is the one (which) 
my grandfather bought fifty 
years ago. 
Ch'ol-ho is a boy who enjoys 
learning foreign languages. 
Seeing is believing. 
Talking to foreigners is great fun. 
George thinks he has to learn a 
word of Korean from every Korean 
(whom) he meets. He just met Mr. 
Shim. 
George: I'm curious, Mr. Shim. The 
Korean word for "meet" is 
"mannada" and the word for 
"see" is "poda." Am I correct? 
Mr. Shim: Yes, you are correct. 
George: Now, how do I say "person 
to meet" and "person whom one 
met" in Korean? 
Mr. Shim: For a "person to meet" we 
say "mannal saram" and for 
"person one met" we say 
"mannan saram." 
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George: I see. Then can I say "pol 
saram" for "person to see" and 
"pon saram" for "person one met 
or saw"? 
Mr. Shim: Exactly. That's really fast! 
George: I'm learning. 
Mr. Shim: Say, "He's a person whom 
I did not see." Or try to say, "I did 
not see the person." 
George: "Kunun neaga an pon 
saram imnida." How's that? 
Mr. Shim: Correct. 
George: Learning a foreign 
language is great fun. 
Mr. Shim: I enjoy learning English 
very much, too. 
You think. I think. Everybody 
thinks. There is no person in the 
world who does not do any 
thinking. What is thinking? 
Thinking means talking to 
oneself. You talk to yourself when 
you think. I talk to myself when I 
think. How do we talk to ourselves? 
Well, we talk to ourselves in a 
language. When Hyon-chu thinks 
she talks to herself in Korean. 
When George thinks, he talks to 
himself in English. 
Let us say you know English, 
Chinese and Japanese really well. 
As a speaker of these three foreign 
languages, you can speak to 
yourself in them. In other words 
your understanding of the Chinese, 
Japanese and English-speaking 
people is good. At the same time you 
can compare our way of thinking 
with the foreign people's ways of 
thinking, too. 
Learning a foreign language is 
not only fun, but it is also learning 
to understand its speakers, too. Let 
us be students with good 
understandings of other peoples. 
Let us be students who can help 
other peoples of the world 
understand us Koreans better. 
Lesson 10. How Long have you 
Worked Here? 
Preview: 
My uncle went to New York in 1985. 
It is 1990. So he has lived in the 
city for five years. 
Our English teacher is Mrs. Hess. 
She started teaching us last 
March. She has been our 
teacher for six months. 
Can you come to play with me? 
Sorry. There is a lot of work for me 
to do now. 
I'm hungry, but there is nothing 
for me to eat in the kitchen. 
Painting the table tops is the work 
for a new worker to do. 
This is Su-tong. 
Take a good look at him. 
He's taking a rest, because he got 
tired of working. 
Let's take a little rest, or we will get 
tired of reading. 
Why don't we take a look at the 
garden outside the window for a 
minute? 
Mr. Cho stops painting to talk to 
a worker at the furniture factory. 
Cho: Don't you people take any rest? 
Nam: Every new worker says the 
same thing, doesn't he? 
Cho: What do you mean, every new 
worker? I'm not new here. 
Nam: Do you think you are not a 
new worker? 
Cho: Sure, I do. I've worked here for 
six months now. 
Nam: You've worked here for six 
months. How long have I worked 
here? Do you know? 
Cho: A lot longer than I, but six 
months is a long time, too. 
Nam: I've been a worker at this 
factory for seven years. 
Cho: Really? That long? 
Nam: Yes, I've been a worker here 
that long. And we don't take 
rests between meals. There is too 
much work for us to do. 
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Cho: I'm very sorry. I won't 
complain again. 
Nam: That's quite all right. Every 
new worker complains once or 
twice about not taking any rests. 
I did, too, when I was new like 
you. 
The man who is painting with a 
brush is Mr. Cho. He is a new 
worker at the furniture factory. 
He finished high school last 
February and got his job here soon 
after. It is September now, so he has 
worked at the factory for about six 
months. 
One afternoon he got very tired 
of painting. He went up to a 
furniture designer who was a 
woman. 
"How long have you worked 
here?" 
"Not very long, Mr. Cho," the 
woman answered. "I've worked here 
for only five years." 
The designer's answer surprised 
him because to him five years was a 
very long time. 
"You've worked for the same 
factory for five years. Don't you 
think it's long?" 
"No," the designer said. 
"Learning how to make beautiful 
pieces of furniture takes longer 
than that." 
"How long have you done the 
designing work?" 
"Oh, about two years. The work 
gets more and more difficult every 
day." 
"What did you do before you 
started designing?" 
The woman designer took a long 
look at Mr. Cho, and then said, "I 
worked with brushes, saws, 
hammers, and planes." 
Lesson 11. A Family Picnic 
Preview: 
How do you feel this morning? 
I feel fine. 
You look fine, too. 
How do I look in my new shirt? 
You look handsome in it. 
Thank you. 
A beautiful car is parked under the 
tree. 
It was made in Korea. 
That's a beautiful sweater you're 
wearing. 
What's it made of? 
It's made of wool. 
Doesn't his look surprise you? Yes, 
it does. I'm very surprised by his 
angry look. 
A soldier has to put on his cap wen 
he goes out of the room. He must 
take it off when he enters it. 
This lady is getting into the car to 
take off. Her face is wearing a 
big smile. 
Mr. Baker is looking for a bag to go 
on a picnic. 
Mr. Albert's car is parked out at 
the door. Everyone in his family is 
getting ready to take off on a 
picnic. 
Bob: Where is it? I can't find it in 
the closet. 
Mother: Where's what? What are 
you looking for? 
Bob: I'm looking for the yellow 
shirt which is made of silk. 
Mother: It was taken to the laundry. 
Put on some other shirt. We have 
to take off soon. 
Bob: But it looks so good on me. On a 
happy day like this for a family 
picnic, I want to ... 
Mother: You want to look handsome 
in the yellow silk shirt. 
Bob: Right, Mother. I want to look 
happy, too. 
Mother: It was dirty because you 
wore it too long, Bob. Wear this 
blue one. It's made of cotton. 
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Bob: Will I look OK in it? 
Mother: You'll look better in it than 
in the yellow one. 
Bob: OK, I'm a good son of yours. A 
good son is always happy in any 
shirt which is selected by his 
mother! 
Mother: Thank you, Bob, my good 
boy! 
"I have an important question 
for you," Mr. Albert said to Bob and 
Julie one evening. 
"Sure," Bob said. Bob and Julie 
looked at each other for a moment 
because their father's word 
"important" surprised them. 
"Will you be free next Sunday?" 
This was Mr. Albert's question, and 
it was said in a very low voice. The 
children were surprised again by 
the low voice. 
"I think so." said Bob. "I think 
so," Julie said soon after. 
"Well," Mr. Albert began. "I want 
you to take an important trip with 
me." The quiet look on his face did 
not change when he spoke. 
"Where? Is Mother going to 
come with us?" Julie asked. 
"Yes, she is," Mr. Albert 
answered. "We're going to Green 
Valley for a family picnic." Then 
his face was wearing a big smile. 
"Hurray, hurray, hurray!" Bob 
and Julie shouted. Bob raised his 
arms and jumped. Julie danced 
around and kissed both her mother 
and father. "Thank you, Daddy," 
Julie said at last. 
"Don't thank me," Mr. Albert 
said. "Thank your mother. The plans 
were made by her." 
Lesson 12. Being Honest is the Best 
wax 
Preview: 
Hear the birds sing. They are flying 
in circles above the tree. Don't 
they sound beautiful? 
I'm watching the dog eat. It's eating 
like a pig. 
Can you let me select a skirt for 
you? 
Don't say that. Who made you say a 
thing like that? 
Everyone must help foreigners 
understand Korea better. 
There is no one who can help me 
learn English at home. 
My money is gone, but I have seen 
no one come into the room. 
No one can make me stop watching 
them fight. 
Mr. Min is at his neighbor's 
house because he heard the 
neighbor shout, "Fire, fire!" 
Mr. Min: Where's the fire? Did you 
put it out? 
Neighbor: Thanks for coming to 
help, but there wasn't any fire. I 
said "Fire!" because I felt tired of 
staying alone all day. 
Mr. Min: Oh, boy! I thought your 
house was on fire. 
Neighbor: I'm very, very sorry, Mr. 
Min. 
Mr. Min: I hope it won't happen 
again. 
Neighbor: You don't have to come if 
it does. 
Mr. Min: How can you say a thing 
like that? The good book says, 
"Love your neighbor as 
yourself." We are neighbors, 
aren't we? 
Neighbor: That's true. We are. 
Mr. Min: If you hear me shout, 
"Fire!" what will you do? 
Neighbor: Run over to you with a 
bucket of water. 
Mr. Min: Exactly. Let us both be 
careful, okay? 
Neighbor: Careful about what? 
Mr. Min: Let us not be neighbors 
like the boy who shouted "wolf" 
when he was watching the 
sheep. 
Once upon a time there was a 
boy who watched sheep because 
wolves sometimes came to kill the 
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sheep. He watched the sheep eat. he 
watched them sleep. He watched 
them walk or run around. 
One day he really felt tired of 
watching the animals. "I need a 
person here with me," he thought 
to himself. "I want a friend whom I 
can talk to." 
The boy yelled, "Wolf!" He yelled 
the word many times in a loud 
voice. Soon many people came to 
help him. 
"Where's the wolf?" one man 
asked. "Where did it go? Did it kill 
any sheep?" 
"There's no wolf. I just wanted 
somebody who could be here with 
me," answered the little boy. 
So everyone became angry. Soon 
the people went away, and the boy 
was left alone again. In about two 
hours he heard a strange noise. He 
looked around and saw a big wolf 
come out of the bushes. Then he saw 
two more wolves follow the first 
one. 
"Wolf, wolf!" the boy yelled out 
loud. But no one came to help. "Wolf! 
Help! Wolf! Help!" He kept on 
yelling. 
He kept on yelling so long that a 
few people finally came. But when 
they were with the boy, there was 
no wolf and many sheep were dead. 
Lesson 13. We are Sports Fans 
Preview: 
Which subject is more difficult to 
you, English or mathematics. 
To me English is as difficult as 
mathematics. 
Today is not as cold as yesterday. 
Do you think it was colder 
yesterday? 
Your school lost to our school in the 
baseball game. 
We'll beat you next year. 
We'll win again next year. You'll 
see. 
What is the score? 
We are leading the Americans by 3 
to 2. 
Look. Our team has scored another 
goal. 
The score is 4 to 2 now. 
There goes the flying train but I 
can't believe my eyes. 
I hear and see it, too. But I can't 
believe my eyes and ears, either. 
I suddenly heard Mr. Smith say on 
the phone, "This is Mr. Smith 
speaking." I couldn't believe my 
ears. 
I saw my little sister on my bicycle. 
I couldn't believe my eyes. 
Myong-ok's little sister is 
watching television. She looks sad 
and her eyes are filled with tears. 
Myong-ok: What's the matter? 
Sister: Our team is losing! Look, the 
American team is scoring 
another goal. 
Myong-ok: Oh, you're watching a 
basketball game. Maybe the 
Korean players are not as good 
as the American players. 
Sister: That's not true. Our players 
are as good as the American 
players. As a matter of fact I 
think they are better. 
Myong-ok: Why are they losing 
then? 
Sister: They are out of luck. That's 
all. 
Myong-ok: Do you mean the 
Americans are winning just 
because they are lucky? 
Sister: Yes, and our team beat the 
American players in the last 
game a week ago. 
Myong-ok: Maybe the Korean 
players were lucky and the 
American players were out of 
luck then. 
Sister: Go away, Myong-ok! You are 
making me feel sadder and 
angrier. The Korean team is 
losing. Aren't you sorry? 
Myong-ok: I'm as sorry as you, but I 
have to be fair, too. [I can't say 
something funny or wrong 
anyway.] 
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Sports are fun. They are fun to 
play and watch. Swimming, boxing, 
wrestling, tennis, basketball , 
volleyball and football are all 
exciting sports. And each of these 
and other sports has very many 
fans. 
One evening Myong-ok saw her 
little sister Mi-hui cry. Mi-hui was 
watching a basketball game on TV. 
"What's the matter, Mi-hui? You're 
crying." 
"The Korean team is not doing 
well," Mi-hui said and dried her 
tears with her hand. 
Myong-ok was very surprised. 
She did not know that her little 
sister was a big basketball fan. As a 
matter of fact she could not believe 
here eyes. Because she thought Mi-
hui was still too young to be a fan. 
"Oh, no! They are scoring 
another two points!" Mi-hui said 
angrily. "Now the American team is 
leading by nine points." 
"Maybe the American players 
are better than ours," said Myong-
ok. 
"No," said Mi-hui. "The Korean 
players are as good as the American 
players. I think they're better." 
"Why are they losing then?" 
asked Myong-ok. 
"They are out of luck today. 
That's all," Mi-hui said. 
"Is the American team winning 
because they are lucky?" Myong-ok 
asked. 
"Yes," Mi-hui answered. "We 
beat them a week ago." 
"Maybe the Americans were out 
of luck then," Myong-ok said. 
This made Mi-hui angry. She 
said, "Go away, Myong-ok! You 
aren't even sorry when our team is 
losing!" 
"I'm as sorry as you, Mi-hui," 
Myong-ok said. "But can't I say 
something funny or wrong 
anyway?" 
MIDDLE SCHOOL ENGLISH 3. Dong-A 
Publishing Company (Ministry of 
Education Authorization: 88.7.28). 
(8209 words) 
Lesson 1. Your Future Dreams 
Preview: 
What's your hurry? Don't walk so 
fast, or I can't follow you. 
Can I help you, ma'am? 
No, thank you. I'm just looking 
around. 
Shall I turn off the television? 
Yes, will you please? 
There you are. 
Shall we begin our homework? 
Yes, Let's do. 
I'm sorry I woke you up. 
I wasn't sleeping. 
Are you sure you weren't sleeping? 
Yes, I'm sure. 
Let's ask our mother for money for 
some ice-cream. 
Not today, because she made up her 
mind not to give us any money. 
My grandfather has changed. He 
doesn't do any running or 
reading any more. But he seems 
to do a lot of thinking. 
I can understand. 
Yong-nam hurries down the 
doorsteps. his sister Yong-ok 
follows behind him. 
Yong-ok: What's the big hurry? 
We've got plenty of time, Yong-
nam. 
Yong-nam: Oh, do we? 
Yong-ok: There's nearly one hour 
until school starts. By the way, 
what happened to your coat? 
You aren't wearing it. Shall I get 
it for you? 
Yong-nam: No, thank you. 
Yong-ok: Don't you feel cold? The 
wind is cold. Are you sure you 
don't want to wear the coat? 
Yong-nam: No, thank you. 
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Yong-ok: Stop for a moment, will 
you? You aren't listening. What 
are you dreaming about? Wake 
up, wake up! 
Yong-nam: I'm not dreaming. I'm 
just thinking. What will I be in 
the future? Will I be a doctor? 
Will I be a businessman? 
Yong-ok: Oh, that kind of dream! 
Sorry I made you wake up from 
it. It's an important dream. 
The last year of my middle 
school life has begun. It began on 
March 2nd. It was last Monday. At 9 
o'clock that morning we had a 
ceremony. It was a ceremony to 
celebrate the beginning of the new 
school year. It wasn't a long 
ceremony. It lasted a little more 
than half an hour. 
The principal's speech was the 
most important part of the 
ceremony. It was an interesting 
speech, and all of us listened to it 
very carefully. The most 
interesting part of it went 
something like this: 
"In one year, you will graduate 
from this middle school. Then you 
will start a new life as a high school 
student. But there are different 
kinds of high schools. What kind of 
high school do you want to attend? 
Do you want to attend the one that 
helps you go to college? Or the one 
that helps you become a farmer, an 
engineer, or a businessman? 
"You have to begin to think 
about your future. Talk to people 
around you and try to get help. Ask 
your parents, brothers or sisters for 
their opinions. Do a lot of reading 
and thinking. You must make up 
your mind before the school year is 
over. Have good dreams and make 
your dreams come true. How? There 
are always ways if you try to find 
them." 
Lesson 2. Riddles for Fun 
Preview: 
Please leave me alone for a minute. 
I have to get the car ready. 
There is a saying that lost time is 
never found again. It means that 
we must not waste time. 
What's three from five? 
Five minus three is two. 
What's two minus two? 
Two from two leaves nothing. In 
other words, it is zero. 
One and one is two. But one and one 
can be one something, too. 
One plus one always equals two. How 
can it be one something? 
One man plus one woman is one 
couple. 
I wish to marry your daughter. 
Do you love her? 
Yes, I do and she loves me, too. Can 
we get married? 
There is a car before me and there 
is also a car after me. But there's 
no car beside me. 
The car ahead of me is black and the 
one behind is white. 
Jane is bright and full of fun. 
Her friend Mike who knows this 
thinks she has been too quiet this 
morning. 
Mike: You are pretty quiet this 
morning, Jane. Is anything the 
matter? 
Jane: No, nothing is the matter. By 
the way, you are better at 
mathematics than I. Tell me 
something. 
Mike: You are putting me on again. 
Jane: I'm serious. Two and two is 
four, or two plus two is four, 
right? And two minus one is one, 
r ight? 
Mike: Of course, but what's the big 
idea? 
Jane: But it's not always correct. As 
a matter of fact it's sometimes 
wrong. 
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Mike: What do you mean, "wrong"? 
It can't be wrong! 
Jane: My uncle and aunt got 
married, and my brother and 
sister-in-law got married. So two 
plus two must be four, right? But 
the correct answer is six. 
Mike: Two men and two women are 
four persons. How can they add 
up to be six? 
Jane: Each couple has one child. 
Now here's a case of two minus 
one. As you know, Mr. Adams 
died and his death left Mrs. 
Adams alone. But two minus one 
is still two. 
Mike: I don't understand. 
Jane: Mrs. Adams gave birth to a 
baby after Mr. Adams' death. 
Mike: You and your jokes! 
A man was driving home one 
evening. When he was about half 
way home, he suddenly saw a car 
hit a child a few yards ahead. He 
stopped his car and got out. He went 
to the scene of the accident. When 
he saw the poor child, he shouted, 
"Why, this is my boy!" 
The boy's father and the police 
took the wounded child to a hospital. 
When the boy was in the hospital, 
the nurses quickly got things ready 
and called the doctor. The doctor 
saw the wounded child and said, "My 
God! This is my own son!" 
Now who is this doctor? 
To-in selected a book he wanted 
to buy at a bookstore. When he 
asked how much it was, the clerk 
said it was 750 won. To-in gave him 
a 1,000 won bill and waited to get 
the 250 won change. The clerk did 
not have any small change. He 
asked To-in to wait and then went to 
the drugstore across the street to 
get change for the 1,000 won bill. 
When the clerk came back, To-in 
got the 250 won change and came 
home with the book he had bought. 
But a minute later, the clerk 
from the drugstore came to the 
bookstore with the 1,000 won bill 
To-in had given the clerk. He 
showed the bill to the clerk and 
said, "This bill is no good." The clerk 
at the bookstore took a very careful 
look at it. It was not a real bill. So he 
threw away the bad bill, took out a 
good bill and gave it to the man 
from the drugstore. 
Now how much money did the 
clerk at the bookstore lose? 
Lesson 3. An Unusual Pen Pal 
Preview: 
The first thing he does as soon as he 
comes home is to drink a glass of 
milk. 
I will let you read my letter as soon 
as I finish it. 
Do you have any mail for me? 
Yes, I've got a letter for you. 
Now we know where to go for a 
picnic. Let's decide what to take 
with us and how to go there. 
I haven't decided what to do next. I 
don't know who to go to for 
advice, either. 
We hear our principal once a week. 
But we meet our English teacher 
four times a week in the 
classroom. 
She had little interest in growing 
flowers before. But now thanks 
to you, she likes it very much. 
Have you seen a building taller 
than this? 
This is taller than any other 
building I have ever seen. 
This is the tallest building in Korea. 
Mrs. Kwon is cleaning the yard. 
She sees a mailman at the gate and 
stops working. 
Mrs. Kwon: Good afternoon. Mail for 
us? 
Mailman: Yes, ma'am. But not much. 
I've got a monthly magazine 
from the United States and a 
letter. 
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Mrs. Kwon: Let me have them. 
Who's the letter for? 
Mailman: Here it is. It's for Mr. 
Kwon In-shik. 
Mrs. Kwon: Another letter for Kwon 
In-shik? 
Mailman: Here's the magazine. The 
magazine's for Mr. Kwon Ho-
won. 
Mrs. Kwon: What an amazing pen 
pal! One letter a week for two 
months now. 
Mailman: Is Mr. Kwon In-shik your 
husband? 
Mrs. Kwon: No. In-shik is my 
youngest child. He's in the first 
grade of elementary school. 
Mailman: What an amazing child! 
He already knows how to read 
and write letters! 
Mrs. Kwon: He can read and write a 
lot better then he could two 
months ago. He learns to read 
and write really fast by 
exchanging letters with his pen 
pal. 
Mailman: Is his pen pal about the 
same age as In-shik? 
Mrs. Kwon: He must be older. His 
pen pal writes better than he 
can. 
Mr. Kwon is an unusual father. 
He has one young child who just 
entered elementary school two 
months ago. Mr. Kwon knows how 
to teach his child better than any 
other father. 
This does not mean that he 
spends more money. This does not 
mean that he tells his boy what to 
do or what not to do. He is not a 
father who tries to be his son's 
teacher at home, but he helps his 
child learn things a lot faster and 
more easily. 
How does Mr. Kwon do it? Well, 
as soon as his boy entered 
elementary school, Mr. Kwon made 
up his mind to teach him how to 
read and write, he became his own 
son's pen pal. he has written to the 
boy once a week for the past two 
months. He never uses his name 
and address on the letters he writes. 
He knows that his son would have 
no interest in exchanging letters 
with his own father, if he did. So for 
the return address, he uses his 
friend's name and address instead. 
One day Mr. Kwon's boy, In-shik, 
smiled at his father and said, 
"According to my pen pal, I know 
how to write about my experiences 
well." 
"Oh, you do? What did he say?" 
Mr. Kwon asked. 
"He says he can learn how to 
express himself clearly through 
reading my letters," In-shik said. 
"Listen to this." He then read a 
letter to his father. 
April 7, 1991 
Dear In-shik, 
I enjoyed reading your last 
letter. Thank you very much for the 
information on how to grow 
flowers. I have wanted to grow 
flowers for a long time. Thanks to 
you, now I know how to sow the 
seeds. I know what to do to help 
them grow. I also know where and 
how to plant the young plants when 
they are two inches tall. 
I think I will soon buy some 
flower seeds and start the project. 
Lastly, your methods of expressing 
yourself are very good and I learn a 
lot from them. 
Thank you. I'll write again next 
week. Goodbye 
Your pen pal 
Nam Ki-hyok 
Lesson 4. Be Clever and Wise 
Preview: 
You are twenty this year. You 
should join the army. 
I won't join the army. I'll join the 
navy instead. 
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Can you tell if this is gold? 
It looks like gold, but I don't know if 
it's real gold. 
What will you buy me for my 
birthday? 
I'll buy you whatever you want. 
Anything I want? 
When do we go shopping? 
Whenever you like 
We'll have bread, chicken, fruit 
salad and ice-cream for dinner. 
How does that sound? 
That sounds wonderful. When are 
we having dinner? 
How about seven? 
I can't wait that long. 
Are you two good friends? 
yes, we are. Miss Kang helped me 
when I first came, and I helped 
her when she was sick. 
That's great. Friends in need are 
friends indeed. 
There lived a man who looked a lot 
older than his age. When he told 
people his real age, they 
thought he was trying to fool 
them. 
Min-ho and Mi-na talk to their 
grandfather when he finishes 
brush writing. Their grandfather is 
known for clever ideas. 
Min-ho: Have you got a minute, 
Grandpa? 
Grandpa: Sure. What is it, dear? 
Min-ho: We'd like you to do us a big 
favor. Please let us hear a 
proverb or something that is 
educational. 
Grandpa: What was the last one I 
gave you? 
Mi-na: "Beggars can't be choosers." 
Grandpa: Oh, that one. Do you know 
what it means? 
Mi-na: Yes, the idea is this. You 
must accept whatever you are 
given when you are in need. 
Grandpa: Right. Why don't you tell 
what kind of idea you want? 
Min-ho: How about a good 
government? 
Grandpa: Good. A good government 
should always have this idea for 
its foundation. 
Min-ho: Great! An idea as the 
foundation of a good 
government! 
Grandpa: "You can fool all of the 
people some of the time, some of 
the people all of the time, but 
you can not fool all of the people 
all of the time." 
Min-ho: Wow! That sounds great! 
Who said it? 
Grandpa: Abraham Lincoln did. 
Back in the old days, there lived 
a clever teacher in Korea. One 
evening he took a coin out of his 
pocket and held it up in his hand. 
"What am I holding here, 
children?" he asked. 
"You are holding a coin, sir" the 
children answered. 
"Can any of you buy me 
something that will fill up the room 
with this coin?" 
At this all the children looked 
very lost. "It won't buy anything 
like that. Nothing it can buy will 
fill up this big room!" every child 
seemed to say. 
After a long while, a boy raised 
his hand. "I can, sir," the boy said, 
"I know what to get with it, if you 
let me." 
The boy went out of the room 
with the coin and returned in a 
minute. He had a small box in his 
hand. With all the other children's 
eyes on him, the boy walked over to 
the lamp that was burning in the 
center of the room. He blew it out. 
He then took a candle out of the 
box and lighted it. "I bought a 
candle with the coin, and it just 
filled the room with its light as you 
see," the boy said. 
Once an old Korean man decided 
to test his grandson's wisdom. "My 
dear grandson," he said one day, 
"isn't that a beautiful beast?" He 
pointed at the big tiger in the 
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picture of the large screen behind 
them. 
"Yes, Grandpa, it is a beautiful 
animal," the child said. 
"If we can catch it, its fur will 
sell for a lot of money." The old man 
then produced a big coil of strong 
rope. "Here, take this rope," the old 
man said. "You are a clever boy! I'm 
sure you can tie up the tiger with it. 
Come on! Tie it up! And don't 
disappoint me!" 
The boy was quiet for a minute 
with the rope in his hands. "I won't 
disappoint you for anything in the 
whole world. Grandpa!" the boy said. 
"But I need your help." 
"Certainly. What can I do for 
you?" 
"I'll tie it up in no time if you 
chase it out of the screen for me." 
Lesson 5. Florence Nightingale 
Preview: 
Yulgongno, the name of this street, 
does it mean anything? 
Yes, it has a meaning. The street is 
named Yulgongno after one of 
our great scholars. 
It's important for every person to 
keep a diary. A diary will help 
him remember his past 
experiences. 
My father had been a soldier before 
he became an English teacher. 
After he had finished washing the 
car, he changed his clothes. 
I had already been working on the 
letter for three hours when 
suddenly someone knocked at 
the door. 
You know what? Some day I want to 
visit the farming village where 
I was bom. 
Do you know where we are? 
Of course, I do. We are in the 
restaurant where we first met. 
Where there is a will, there is a 
way. 
Jane loves to collect stories about 
famous people in the history of the 
world. She is having a conversation 
with her aunt who is a nurse. 
Jane: I wonder why she was named 
Florence. 
Aunt: Do you know the city that is 
called Florence? 
Jane: You mean the city in 
northern Italy, which is located 
on the Amo River? 
Aunt: Right. She was named 
Florence because she was born 
there when her parents were 
spending a vacation. 
Jane: Her family must have been 
pretty rich then. 
Aunt: She was born in a very 
wealthy family. Her father 
owned a lot of land in London, 
and her mother was a gay, 
charming woman who was fond 
of meeting people. 
Jane: Isn't it a little unusual for a 
wealthy girl like her to become 
a nurse? 
Aunt: Very unusual. That's why her 
father was very much against 
the idea. People did not respect 
nurses in those days. 
Jane: What on earth made her 
become one, then? 
Aunt: God did. 
Jane: You must be joking. 
Aunt: No, I'm not. She said so in her 
diary. 
When Florence Nightingale was 
twenty-one, she said to her father, 
"I want to be a nurse and work at 
the hospitals in England and other 
countries." 
"Why on earth are you thinking 
of leaving the beautiful home?" her 
father said. "Here you have a 
number of servants. You have 
beautiful clothes. And as a wealthy 
man's daughter, you should try to 
have fun and pleasure. You don't 
have to work." 
"But there is always so much 
work that has to be done by nurses 
at the hospitals," Florence said. 
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"Nursing is a job for poor 
women," said her father. "It does 
not have to be done by a wealthy 
girl like you. Nurses are not 
respected." 
"I respect nurses," said Florence. 
T think nursing is one of the 
noblest jobs a person can do. It is 
one of the noblest jobs in the 
world." 
"You know very little about the 
world," said her father. T hope you 
will change your mind before it is 
too late." 
"I won't change my mind," said 
Florence. T want to learn how to 
help the sick people suffering in 
hospitals. I'll give my life to the 
sick. It is God's will." 
Her father waited for her to 
change her mind for a few weeks, 
but she was very firm in her 
beliefs. 
Finally her father gave in. 
"Well, I understand," he said. "You 
may follow your own beliefs." 
In 1853 after she had learned 
enough about how to take care of 
the sick, war broke out between 
England and Russia. Quickly, a 
group of nurses were gathered 
together by Florence. She took them 
to the Crimea where there were a 
large number of wounded soldiers. 
Their death rate was as high as 
forty-two percent. Some of them 
died from wounds, but more of them 
died from fever. 
Florence did her best to help 
those soldiers. A lot of food, clothes, 
and bed were bought for the 
soldiers with her own money. 
Because of her efforts the death 
rate went down to two percent. 
Finally Florence's own health 
was mined. She caught fever and it 
nearly killed her. But she did not 
return to England. By 1856 Florence 
Nightingale was known all over the 
world. She died on August 13, 1910, 
at the age of ninety. 
Lesson 6. The Giant in the Jar 
Preview: 
The dog is such a friendly animal 
that everybody likes to keep one 
for a pet. 
How did you make the journey over 
the mountains? 
On foot. How else? 
I thought you flew. 
The days are still getting longer and 
longer, and the nights are 
getting shorter. 
I had better stay home because my 
mother is not feeling well. 
They saw Kon-su running as closely 
after the car as he could. 
She has read that story three times 
so far. She has been reading it 
again for an hour now. 
I need your help. My English is not 
good enough for me to 
understand this American. 
Our school is doing its best to help 
us grow into good people. 
Yes. Each of us owes a great deal to 
our school. 
Se-hui puts the little book she 
has been reading down on the table 
and looks at Ok-cha. 
Ok-cha: You've finished reading 
another book in English. 
Se-hui: No, not the whole book, but 
I've just finished reading one of 
the stories in it. 
Ok-cha: What's the story about? 
Se-hui: "The Giant in the Jar." It's 
supposed to be for little 
children, but reading it again in 
English is great fun. 
Ok-cha: Did it bring back old 
memories? 
Se-hui: Yes. I still remember how 
excited I felt when I first heard 
the story. 
Ok-cha: Didn't it make you feel 
angry at the giant? 
Se-hui: I didn't feel angry, but I 
thought the giant was really 
stupid. 
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Ok-cha: How do you feel about the 
giant now? 
Se-hui: I still think he is stupid and 
silly. As a matter of fact he is 
such a foolish giant that he 
should not be allowed to be out 
in the world. 
Ok-cha: He has to be kept in the 
little jar all the time? 
Se-hui: Yes. Keep him in the jar 
where he belongs! 
Ok-cha: You mean, like a bad person 
to be kept in prison all his life? 
Se-hui: Exactly. 
A man was on a very long 
journey. He had to make it on foot. 
One day, after he had walked for 
many miles, he reached a beautiful 
river. "I can't walk any further," he 
thought to himself. "I had better 
wash my face and hands here and 
find a place to stay for the night." 
When he had finished drying 
himself with the towel he was 
carrying, he saw a strange object 
floating down the river. It was a jar. 
He caught it and brought it out to 
the sandy beach. The jar was made 
of gold and very heavy. 
"Is there anything in the jar?" 
the tired traveler asked himself. 
"I'll just see." 
When the wooden cap was 
removed, a tiny man jumped out. 
The traveler was very surprised. 
The tiny man then started to get 
bigger. In less than a minute, he 
grew into a giant. 
The traveler thought, "I stopped 
the jar from floating down into the 
sea, and opened it for him. He owes 
me his life. He'll give me something 
to pay off his debt." Finally the man 
said to the giant who was looking 
down at him, "The jar was shut 
tight, but I opened it to save you. 
Will you give me something—gold or 
jewels?" 
"I'm going to kill you," the giant 
said. 
"How can you?" said the man. "I 
haven't done anything wrong to 
you." 
"I don't care! You are going to 
die right now," the giant said. 
"Wait," the man said. "Before you 
do, let me have the gold jar. It is my 
jar." 
"Leave it where it is," said the 
giant. "It's my jar. I was in it." 
"Impossible," the man said. "You 
are too big to be in such a small 
jar." 
At this the giant said, "I'll prove 
it to you." Then he grew smaller 
until he was tiny enough to get 
back into the jar again. 
When the giant had disappeared 
into the jar, the man shut it up 
quickly with the wooden cap and 
got ready to throw it back into the 
river. 
He heard the giant in the jar 
say, "Please open the jar. I'll be 
your servant if you let me out." 
"I'll never be fooled again," the 
man said, and threw the jar as far 
into the river as he could. 
Lesson 7. My Diary 
Preview: 
Did you say, "All night?" 
No, that's not what I said. What I 
said was "All right." I meant OK. 
You had better get it done now. 
I can do it tomorrow or the day 
after. 
You had better make hay while the 
sun shines. 
The radio said the weather would be 
rainy this morning. But the sky 
is clear now, as you see. It also 
said it would rain this afternoon, 
too. But I don't think it will. 
What animal can you compare Min-
ho to. 
I want to compare him to a sheep. 
He is so gentle. 
I compare such a wise person as 
Min-ho to an owl. 
Always look both ways before you 
start crossing the street. One can 
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never be too careful when one 
has to walk across a busy street. 
Make sure you have enough gas (or 
gasoline), before you go on a 
long trip by car. 
Is this Mr.. Miller's office? 
I'm sorry, it's not. 
Is this 2496 Pine Street. 
No, this is 2495. You have the wrong 
number. 
This is part of my conversation 
with Ki-won, a friend of mine. I had 
the conversation while I was on a 
visit to his house. 
Ki-won: Speak of the devil and he is 
sure to come! 
Chong-su: You didn't say too many 
terrible things about me, I hope. 
Ki-won: Not very many, just a few, 
because I knew you would show 
up. 
Chong-su: How did you know I 
would show up at your house so 
early? 
Ki-won: You are a good devil for one 
thing, and a good devil is pretty 
regular for another. 
Chong-su: Regular? I don't get it. 
Ki-won: You paid me a visit on this 
morning last year. So I knew 
you would come again this 
morning, following the devil's 
schedule. 
Chong-su: Are you sure I visited you 
on the same morning last year? 
Ki-won: That's right. On the 
morning of June 11 last year, to 
be exact. 
Chong-su: What a memory! I don't 
believe it! 
Ki-won: I have ways. Look at this. I 
just read my diary for this day 
last year. You were an important 
visitor that morning. 
Sunday, June 11, 1991 
Cloudy morning and rainy 
afternoon. 
Chong-su came to see me at 8 
a.m. We discussed our plans for 
summer vacation. We agreed that 
the first and the most important 
project for us during the vacation 
would be learning how to swim. 
When we talked to our teacher 
about the project in the afternoon, 
he said that the Naktong River 
would be good for it. "The water is 
always clean and it is not too deep," 
he said. "Make sure to have a good 
swimming teacher with you while 
you are in the water." I could tell 
what he meant by his kind words. 
He meant that we can never be too 
careful when we learn how to swim 
in the river. 
Tuesday, June 13, 1991 
Windy all day. 
I met Ki-ho, my little brother, on 
my way home from school. He asked 
me to buy him a pencil and a ruler 
at the store near the gate of his 
school. When we were at the store, 
the lady clerk there asked if I was 
glad to have such a wise and clever 
brother as Ki-ho. What made her 
think Ki-ho was clever? Ki-ho, the 
lady told me, knew ways to keep his 
friends from buying things they do 
not really need. 
I went out for a walk after 
dinner. Mr. Kim, my neighbor, 
walked with me in the windy 
weather and told me an interesting 
story. "We must have a big windmill 
up on the hill," he began. "Then we 
will have electricity for the whole 
village." How to make electricity by 
using a windmill was not only new 
to me but exciting, too. It made me 
think a lot about the future. 
Friday, June 16, 1991 
Clear day and rainy night. 
Late in the afternoon the 
telephone rang and I picked up the 
receiver. "Hello," I said. 
"Hello," said a voice. "This is Ok-
hwan. Is Mi-hwa there?" 
"I'm sorry," I said, "you have the 
wrong number." 
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A few seconds later the 
telephone rang again. Just as I 
expected, it was Ok-hwan again. 
"You've dialed the wrong 
number two times in a row. Stop 
bothering us, will you? 
Then the phone rang a third 
time. This made me angry and lose 
control over myself. I spoke in a 
loud voice, "Hello, Ok-hwan. This is 
Mi-hwa. What do you want?" 
For a moment there was 
complete silence. Then someone 
said, "What's the matter with you, 
Ki-won? What kind of call have you 
been expecting?" 
The caller was my mother. I 
think I should learn to be patient 
with other people. 
Lesson 8. An Old American Friend 
Preview: 
I want to ask you a question, if you 
don't mind. 
No, of course, not. Go right ahead. 
Why did you climb in through the 
window? 
Welcome to our house! We are very 
glad to have you. Please make 
yourself at home. 
Please be seated and help yourself. 
Thank you. It's very kind of you. 
Can I see you about something? 
Sorry, not now. But I will be able to 
see you tomorrow. 
How long have you been thinking 
about it? 
Since you are my brother, I'll tell 
you. I have been thinking about 
it since yesterday. 
Have you any difficulty (in) 
understanding what your 
American teacher says? 
No problem. I have no difficulty 
understanding her. 
Please tell me how I can get to the 
post office. 
Get on the bus No. 777 and get off at 
the second bus stop. You will 
find the post office on your left. 
Scott gets off the plane at Kimp'o 
International Airport and makes a 
telephone call to his Korean friend 
from a public phone booth. 
Pyong-to: Hyoja-dong Branch, 
Paekche Bank, Mr. Min Pyong-to 
speaking. May I help you? 
Scott: Hi, Pyong-to. This is Scott. 
Nice to hear your voice! 
Pyong-to: Hello, Scott. Welcome to 
Korea! Where are you calling 
from? 
Scott: I'm calling from Kimp'o 
Airport. I just got off the plane. 
Pyong-to: I'm very sorry I'm not out 
there to pick you up. I'm not 
able to leave the office today. But 
I made all the necessary plans 
for your arrival at the house. 
Scott: Well, great! What do you want 
me to do? 
Pyong-to: If you don't mind, grab a 
taxi and go over to the Midong 
Church. It's near my new house. 
I left the key under the doormat. 
Scott: No problem! You're coming as 
soon as you are free, aren't you? 
Pyong-to: Sure. Make yourself at 
home and you are welcome to 
help yourself to anything that's 
in the refrigerator. 
Scott: Good. I'll give you a call from 
your house. 
Pyong-to: That'll be nice. I'll be 
waiting for your call then. 
Scott, an old American friend of 
mine, who was going to spend a few 
days with us called from Kimp'o 
International Airport. He told me he 
had just arrived. 
Since I had important business 
to take care of that day, I was not 
able to leave the office. I could not 
meet my friend at the airport, but I 
had planned for his arrival. 
I carefully explained where my 
new house was over the phone. I 
told him I had left the key under 
the doormat. Since I was not able to 
get back home until late, I told him 
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to make himself at home and help to 
anything in the refrigerator. 
A couple of hours later I got 
another phone call from him. He 
was calling from my house. He said 
he was listening to some of my 
records after having a delicious 
meal, he had found everything he 
needed in the kitchen. He said he 
really enjoyed eating the cold 
chicken in the refrigerator. 
Now, he said, he was drinking 
some beer and he hoped I would 
join him soon. I asked him if he had 
any difficulty finding my new 
house. He answered that he had not. 
The only problem he had was that 
there was no key under the 
doormat. Fortunately, he said, the 
living room window by the pine 
tree had been left open and he had 
climbed in through it. 
I listened to all this in great 
astonishment. There is no pine tree 
outside my living room window. But 
there is one by my next-door 
neighbor's living room window. 
What a friend I have! 
Lesson 9. Something Very Silly 
Preview: 
Mr. Johnson thinks that Korean is 
too difficult to learn. If he had 
known this, he would not have 
started to learn it. 
He started searching through his 
pocket as if he had lost 
something important. 
Thinking it would take at least one 
hour to find this place, I left my 
house early. 
With his hand on my shoulder, my 
father said, "Get down on your 
knees and say your are sorry 
like a good boy." 
I though the box was empty. To my 
surprise, when I opened it there 
was a thousand won bill in it. 
How many people were at the 
funeral? 
The two children of the dead man 
and three friends of his were all 
that were there. 
How much do you think my watch is 
worth? 
It does not look expensive at all. As a 
matter of fact it looks like a 
cheap one. It cannot be worth 
any more than three thousand 
won. 
Han-kyu is very fond of telling 
silly stories to his friends. It's his 
hobby and it makes him very 
popular. 
Han-kyu: Are you listening? 
Tu-chin: I'm listening. Go ahead. 
Keep on talking. 
Han-kyu: So in this terrible dream 
he was having that night, he 
was dragged to the square of 
Chongno. 
Tu-chin: You mean, to where there 
is the big bell today? 
Han-kyu: Right. Pretty soon the 
governor of Seoul appeared. 
"You are going to be killed for 
what you did," the governor said. 
"We'll cut your head off." 
Tu-chin: That must have made him 
really afraid. I hope I never 
have that kind of dream. 
Han-kyu: "Get ready to take the 
young man's life," the governor 
ordered. The man with the long 
shining sword stepped out. He 
started dancing around. 
swinging the sword, while 
hundreds of people were 
watching. 
Tu-chin: How terrible! 
Han-kyu: The moment the man 
lifted the big sword high to 
swing down on the young man's 
neck, the young man's wife 
pushed her husband's shoulder 
to awake him. To the young man, 
her push was a big shock. He 
died of the shock right there. 
Tu-chin: Gee. But what's so silly 
about the story? 
Han-kyu: If the young man had died 
that way, how would anybody 
know he had had that kind of 
dream? 
There is something really silly 
about the story I am going to tell 
you now. Guess what it is. Ready? 
Here it is: 
Mr. Yun was seventy-seven 
when he died, his funeral was 
really a quite thing. One nephew 
and one niece and a few friends 
were all that attended it. He did not 
have any children of his own. 
Mr. Yun led a lonely life looking 
for gold. What gold? When he was a 
child, he heard that foreign 
invaders had buried a lot of gold 
somewhere near his house before 
they ran away. "I will find the gold 
that's worth a billion someday," he 
said to himself. "Then I'll live the 
rest of my life in comfort." He 
looked and looked until he had 
searched almost every inch of 
ground, but his dream of great 
wealth did not come true. 
Then one day in the last weeks 
of his life when he was digging 
holes in his vegetable garden, a 
curious thing happened. It made 
him die a happy death. His spade 
struck a hard object in the ground. 
He got down on his knees to see 
what it was. It was a black metal 
box. Thinking it might contain a 
dead person's bones, he opened it 
carefully. To his surprise it was full 
of gold coins. 
"Thank God!" said he. "There is 
enough gold coins to buy me the 
entire world! Now I'm the wealthiest 
man on earth! I can live the rest of 
my life in great comfort!" 
Tears ran down his cheeks. With 
his hands feeling the coins, he 
remained on his knees for a long 
while. He felt as if he had finally 
removed a big burden. A few 
minutes later, he closed the box, put 
the dirt back into the hole, and 
stood up. 
He lived the rest of his life with 
a happy smile on his face, but he 
367 
had told nobody about what had 
happened. 
Lesson 10. An Absentminded Bov 
Preview: 
It's not what you say, but how you 
say it, that matters. 
It was in this field that our team lost 
the soccer game last year. 
Who do you think is going to be our 
English teacher? 
Sorry. I don't have any idea. 
I'd like a book on the American way 
of life. 
Here's a good one. I'm sure it will 
give you some idea what 
Americans are like. 
Both of us are in the same grade, 
but each of us belongs to a 
different class. 
Mrs. Kim went shopping in Myong-
dong yesterday only to have a 
bag stolen. 
I felt sorry for the beggar. I 
emptied my pocket of all the 
money I was carrying and gave 
it to him. 
With Christmas drawing nearer, we 
raised some money among us. 
The money put together this way 
was enough to buy our poor 
neighbors good presents. 
Chin-mo, a student in the third 
grade of middle school, finds the 
seat next to his empty. 
Chin-mo: Chu-il is absent again. I 
hope his illness is not too 
serious. 
T'ae-su: Do you have any idea what's 
wrong with him? 
Chin-mo: Yesterday, he had a 
terrible headache, and he threw 
up a couple of times. Then he 
was taken to the hospital by his 
brother. 
T'ae-su: What could have been the 
cause? 
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Chin-mo: Perhaps something bad he 
had had for breakfast. 
T'ae-su: I had a similar experience. 
Of course, I wasn't as seriously 
ill as Chu-il, but I had a bad 
headache and a badly upset 
stomach. 
Chin-mo: When did this happen? 
T'ae-su: Last summer at camp. I 
think the fish we had for dinner 
caused the trouble. 
Chin-mo: What did you do? Did you 
go to the doctor? 
T'ae-su: I didn't because I had the 
doctor with me. 
Chin-mo: What an unusual camp! 
T'ae-su: My father is a doctor and he 
took care of me. 
Chin-mo: You were lucky. 
T'ae-su: Yes, I was. By the way, let's 
do something to help poor Chu-
il. Both his parents are dead and 
his brother is very poor. 
A classmate of mine was sick in 
the hospital. And both his parents 
were dead and he was depending for 
everything on his poor older 
brother. So I thought we had to do 
something. I called a few classmates 
together one afternoon and told 
them about my idea. 
"Why don't we collect our pocket 
money for the day," one of them 
said, "and give it to him?" He then 
emptied his pocket of the money he 
was carrying onto a desk. We all 
agreed and each of us did the same. 
The money put together this way 
amounted to about ten thousand 
won. 
We checked with the hospital to 
find out when we would be allowed 
to visit our sick friend. They said we 
could come on Saturday afternoon. 
Promising my friends that I would 
keep the money for them until 
then, I put all the collected coins in 
my pocket. 
On my way home I changed the 
coins into two five thousand won 
bills, because bills are easier to 
carry. As soon as I got home, 
something terrible happened. 
Seeing me coming into the house, 
my mother said, "Let me wash that 
old pair of jeans you are wearing. 
Take them off quickly. I don't have 
any time to waste." I took off my 
jeans and gave them to my mother. 
"Anything in the pockets?" 
asked my mother. 
"Nothing," I said. I then hurried 
into the living room to watch an 
important boxing match on TV. 
After I had watched the first two 
rounds, I suddenly remembered that 
there were two five thousand won 
bills in my jean pocket. I ran to the 
washing machine after it had 
already been running for over ten 
minutes. I stopped the machine and 
pulled out the pants as quickly as I 
could. I searched the pocket for the 
bills like crazy, but only to get a few 
wet pieces of paper which had once 
been two five thousand won bills. 
When I had explained to my 
mother what happened, she did not 
say anything. She just kept looking 
at me with her mouth open. It was 
her long disappointed look that 
made me say to myself a hundred 
times, "What a stupid, absentminded 
boy you are!" 
Lesson 11. At the Doctor's Office 
Preview: 
In-ho used to be one of the best 
students in class, but not any 
more. He doesn't study half as 
hard by himself at home as he 
used to. 
I'm feeling terrible. I have a sore 
throat, bloodshot eyes, and my 
nose is running. I think I'm 
running a fever, too. 
How does Dr. Brown go to work in 
the morning? 
He drives to the hospital. How else? 
I thought his wife drove him to 
work. 
Wait, wait! What's the hurry? Take it 
easy, will you? 
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I haven't got much time, you know. 
I know, but if we don't take it easy, 
we'll make a mistake. 
I'd like this dictionary and this 
magazine. How much do I owe 
you? 
Let me see. That comes to seven 
thousand won altogether. 
What took you so long at the bank? 
There were so many people that I 
had to stand in line, waiting for 
my turn. 
The nurse opens the inner door. 
She says, "Miss Hill, the doctor will 
see you now. Come in, please." Miss 
Hill steps in. 
Doctor: Sorry to have kept you 
waiting, Miss Hill. Please be 
seated. 
Hill: Not at all, sir. Thank you. 
Doctor: What seems to be the 
trouble? 
Hill: I think I have a bad cold. I'm 
running a little fever. 
Doctor: Do you have a sore throat? 
Hill: I had one yesterday. Now I 
have a cough and it's hard to 
breathe through my nose. 
Doctor: I see. Any headache? 
Hill: Yes, a little. And I ache all 
over. 
Doctor: How is your appetite? 
Hill: Not very good, but I drink a lot 
of water and juice. I don't eat 
even half as much as I used to. 
Doctor: Here. Open your mouth and 
say, "Ah!" Good. 
Hill: I didn't sleep well last night, 
either. As a matter of fact I 
couldn't sleep a wink till about 
two in the morning. 
Doctor: Let me feel your pulse now 
and take your temperature. Don't 
worry. You'll have a good 
night's sleep tonight. 
Hill: Well, what do you know! I feel 
better already. 
One day Miss Sandy Hill wasn't 
feeling well, so she went to see Dr. 
White. She drove to the National 
Bank Building where the doctor had 
his office on the fifth floor. Since 
there were many people in the 
waiting room, she sat down to wait 
for her turn. While she was reading 
a magazine, the nurse opened the 
inner door. She said, "Miss Hill, the 
doctor will see you now. Would you 
come in, please?" 
Dr. White smiled at her when 
she stepped in. He looked very 
competent in his white coat. He told 
her to be seated and then asked her 
many questions. He nodded at every 
answer she gave. 
Dr. White then felt Miss Hill's 
pulse and took her temperature. Her 
pulse was a little faster than normal 
and the thermometer showed that 
she had two degrees of fever. Next 
the doctor examined her nose 
carefully with a small light. He took 
his stethoscope and listened to her 
chest. He said, "Take a deep breath, 
please." Last, he checked her blood 
pressure and found it a little low. 
"Now, Miss Hill," the doctor said, 
"you seem to be a little weak—too 
much studying, perhaps, or too 
many parties. I'm going to give you 
a shot for your cold. You are going 
to get some pills before you leave. I 
advise you to take it easy for a 
couple of days at home. If you don't 
feel better then, come back and see 
me again; and I'll give you another 
shot." 
"Thanks, Dr. White," Miss Hill 
said. "I feel better already. How 
much do I owe you, sir?" 
"That will be sixteen dollars. You 
can pay the girl, or I can send you a 
bill at the end of the month. 
Goodbye, Miss Hill." 
Lesson 12. School System 
Preview: 
I called you a dozen times, but you 
didn't answer. 
Really? I didn't hear you. If I had 
heard you, I'd have answered. 
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By Korean count, you are a year old 
when you are bom. And you are 
another year old on the first day 
of the following year. 
What do you mean? Mr. Kim owns 
the school but Mr. Yi is the 
principal. 
I mean Mr. Kim founded the school 
with his own money but Mr. Yi 
runs it for him. 
Do you have both boys and girls in 
your high school? 
Yes, it's coeducational. We attend 
most classes together, too. 
How long have you known each 
other? 
For quite some time now. We first 
met each other back in 1986, and 
have been good friends ever 
since. 
You are going to Cheju next week. 
How much does the flight cost? 
A round trip ticket will cost me 
about sixty seven thousand won. 
Kim In-su tells a friend of his 
about a conversation which he 
overheard being carried on 
between his father and a guest. 
In-su: If you had heard the 
American you would have 
understood him better. 
Sang-p'il: What does the foreigner 
do in Korea? 
In-su: He is a student of Korean 
culture at Kwansong University. 
My father is his advisor. He has 
known Mr. Bill Martin ever 
since he came to Korea last 
March. 
Sang-p'il: He showed interest in our 
school system, eh? 
In-su: Not quite. It was my father 
that first showed curiosity about 
the school system. 
Sang-p'il: Whose school system? 
In-su: Their school system. I mean 
that of the guest's home state. 
Sang-p'il: What interesting things 
did he have to say? 
In-su: Many. For one thing, he went 
to school for thirteen years 
before college but it did not cost 
him a cent. 
Sang-p'il: He had thirteen years of 
education for nothing at all? 
In-su: Yes, without any cost, 
because he went to public 
schools. Public schools are run 
on state taxes, you know. 
Sang-p'il: Like our elementary 
schools, eh? 
In-su: Exactly. 
Kim: How old were you when you 
started school? I'm curious. 
Bill: I was five when I went to 
kindergarten. 
Kim: Five years old by Korean 
count? 
Bill: No, by our count. By your count 
I was six years old. 
Kim: I was that age when I went to 
kindergarten here. And after 
kindergarten? 
Bill: Then I went into the first 
grade, on to the second grade, 
and so on, through the eighth 
grade. That made eight years in 
primary school. 
Kim: Primary or elementary 
schooling in Korea lasts six 
years. Two years less than yours. 
Then what? 
Bill: Then I was in high school like 
all other children. You see, in 
my state education is compulsory 
until the age sixteen. The word 
compulsory means a must, 
something that has to be done. 
Kim: How big was your high school? 
Bill: If I remember correctly, there 
were about sixteen hundred boys 
and girls, most of the public 
schools in the United States are 
coeducational, for boys and 
girls, you know. 
Kim: The number of coeducational 
high schools here is very low as 
you know. Something very 
different between the two 
countries. How many years did 
you go to high school? 
Bill: Four years. The first year I was 
a freshman, the second year a 
sophomore, the third year a 
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junior, and the fourth year a 
senior. 
Kim: I see. Now I think I know how 
it goes. Eight years in primary 
school after kindergarten, and 
then four years of high school 
before college or university, 
r ight? 
Bill: That's correct. The whole thing 
adds up to some twelve or 
thirteen years. 
Kim: In Korea the educational 
system is made up of six years of 
elementary school, three years 
of middle school and three years 
of high school. The number of 
years is the same, but our system 
has one more step. 
Bill: The step is middle school. 
Kim: I guess so. By the way, did you 
ever fail an examination? 
Bill: Oh, yes, but I won't tell you 
what subject the test was in. 
Kim: Sorry. I shouldn't have asked 
you such a stupid question. 
Bill: That's quite all right. Let's have 
our coffee. It's getting cold, I'm 
afraid. 
HIGH SCHOOL ENGLISH 1. Dong-A 
Publishing Company (Ministry of 
Education Authorization: 89.8.19). 
(9978 words) 
Lesson 1. Spring Is Coming! 
For Korean students, spring 
begins with a new school year. 
There are new plans to make, new 
things to learn, and new friends to 
meet. In spring everything is new 
and we are full of hope. 
Spring is coming again. For 
many people this is the happiest 
season of the year. We are filled 
with new life in this beautiful 
season. Our hearts overflow with 
joy, love, and hope for a bright 
future. 
Although snow still covers the 
mountaintops, the weather is 
getting warmer day by day and we 
can feel spring is just around the 
corner. Nature is gradually 
changing its clothes. The grass is 
turning green and trees are 
budding with fresh leaves. 
Golden bells, azaleas, and other 
flowers begin to bloom in bright 
colors. They are among the first 
signs of spring. They decorate the 
fields, hills, and valleys that are 
covered with fresh green growth. 
Gardens come alive again. Flowers 
are visited by bees and butterflies. 
Many animals wake up from their 
long winter sleep. Swallows return 
from their winter homes in the 
south. Skylarks build their nests 
and sing happily over the barley 
fields. The ice on the lakes and 
streams melts away and many 
people go fishing again. 
We take off our heavy winter 
clothes and put on light spring 
garments. We are now freshmen in 
high school and we have many 
things to do. We are excited about 
our future studies and school life. 
Many students enjoy reading new 
school books, joining clubs, and 
playing many kinds of sports. 
On weekends we go hiking in 
the mountains or go on a picnic by 
a lake. We sometimes go camping 
and sit around the treetops. We hear 
the peaceful sounds of running 
water and the warm gentle breeze 
in the branches. 
Spring is the season that brings 
hope to our hearts and fills us with 
new life. No wonder poets write 
more about spring than any other 
season. After all, as William Blake 
says in a famous poem, "all around 
is fair" and "joy is everywhere" in 
the springtime. 
Lesson 2. Two Fables 
A fable is a simple story that 
teaches us a great truth. Often 
animals speak and act like man. 
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What can we learn from the 
following two fables? 
(1) Making a Needle 
A long time ago, there was an old 
man who was very patient. Every 
day, he sat in front of his house 
doing the same job. He was patiently 
sharpening a large piece of iron. 
One day, his neighbor saw him 
at work. He asked the old man, 
"What are you doing?" The old man 
replied, "I'm making a needle." The 
neighbor was surprised because the 
piece of iron was so big. He asked 
the old man, "How long will it take 
you to finish making the needle?" 
The old man answered, "I don't 
know. If I die before I finish, I'll 
leave this work for my son. And if 
my son dies before it's finished, he 
will leave this work for his son. 
Someday, this piece of iron will be a 
needle." 
"Old friend, you're a very patient 
man!" 
(2) The Ant and the Grain of Wheat 
A grain of wheat was left alone 
in the field after the harvest. It was 
waiting for the rain so that it could 
hide once more beneath the soil. An 
ant saw the grain, loaded it onto his 
back, and walked painfully away 
toward his distant hill. 
As the ant walked and walked, 
the grain of wheat seemed to grow 
heavier and heavier on his weary 
shoulders. 
"Why don't you leave me here?" 
said the grain of wheat. 
The ant replied, "If I leave you 
behind, we may not have enough 
food for the coming winter. We ants 
are so many, and we all have to 
bring home any food that we can 
find." 
"But I am not made only to be 
eaten," said the grain of wheat. "I 
am a seed, full of life, and I am 
supposed to give birth to a plant. 
Listen, dear ant, let us make an 
agreement." 
The ant was glad to rest a while, 
put down the grain of wheat, and 
asked, "What kind of agreement?" 
"If you leave me here in my 
field," said the grain of wheat, "and 
do not take me to your home, I shall 
give back to you, after a year, a 
hundred grains just like me." 
The ant stared at the grain 
doubtfully. 
"Yes, dear ant. Believe what I am 
telling you. If you leave me here 
today, I shall give you a hundred 
grains of wheat for your home next 
year." 
The ant said, "A hundred grains 
in exchange for one? But that's a 
miracle! How will you do tnat*" 
"It is the mystery of life," 
replied the grain of wheat. "Dig a 
little hole, bury me in it, and return 
after a year." 
The following year the ant 
returned. The grain of wheat had 
grown into a new plant filled with 
seeds. The wheat had kept its 
promise. 
Lesson 3. Shooting Stars 
[From Zena Sutherland (1985) The 
Spirit of the Wind. The Headway 
Program. La Salle, IL: Open Court.] 
During warm summer evenings 
people in the countryside often see 
stars falling in the sky. These are 
meteors which have been traveling 
through space for millions of years. 
Have you ever wondered what 
happens to meteors when they fall 
to the earth? 
Twinkle, twinkle, little star, 
How I wonder what you are! 
Up, above the world, so high, 
Like a diamond in the sky. 
This popular poem is about 
beautiful stars in the night sky. Yet, 
not all points of lights are stars. 
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Some are planets, and others are 
"shooting stars." 
Some of you have seen shooting 
or falling stars in the sky. Perhaps 
as one of them flashed across the 
sky, a friend has said, "Make a 
wish." Or perhaps you have heard 
your grand mother say, as one shot 
across the sky, "Someone has just 
died." For a long time no one knew 
what shooting stars really were, so 
people believed such stories. 
Shooting stars are called 
meteors. Meteors are only seen 
when they enter the earth's 
atmosphere. Some meteors strike 
the earth and, when they are found, 
they are called meteorites. 
The flashes of light which you 
see at night are caused by large 
pieces of iron or stone burning up 
as they hit the outer edge of the 
earth's atmosphere at great speed. 
The brightest meteors light up the 
entire sky and are seen for 
hundreds of miles. Other meteors 
are much fainter—about as bright as 
a star. And there are many more 
faint ones that can only be seen 
with a telescope. 
Most people do not see many 
meteors, mainly because they are 
not looking for them. But 
astronomers who watch the skiei 
see them quite often. On a clear, 
moonless night, you can see about 
ten meteors an hour. There are 
many more, of course. But you can 
watch only a small part of the total 
sky and see only the brightest 
meteors. 
Over the past century about 
twenty-five large meteorites have 
fallen in the United States each 
year. For the whole earth the total 
is about 2,000—an average of five or 
six a day. Some of these meteorites 
weigh only a few ounces. The 
largest one that has ever been 
found weighs over six tons. 
When a meteor enters the thin, 
upper atmosphere, it is moving so 
fast that the air rises to a 
temperature of several thousand 
degrees. This heat melts the 
meteor's surface, changing it to 
glass if it is a stony meteor. 
Meteorites striking the earth are 
buried, broken up, or lost. It 
depends on their size and where 
they strike. When huge meteorites 
hit the earth, they may cause 
explosions as large as atomic bombs. 
A huge meteor has a great amount 
of energy. When it strikes the 
earth, this great energy is changed 
into heat. Heat changes water in the 
soil and rock into stream so fast that 
it causes a powerful explosion. 
Meteorites are an important 
challenge to our imagination. 
Curiosity about flashes of light in 
the night sky and about strange 
stones has raised a lot of questions. 
Many are not yet answered, but 
more and more people have joined 
the search. To know the complete 
story of shooting stars, one must 
solve the mysteries of the solar 
system and of our entire universe. 
That is something to think about 
next time you see a met-or. 
Lesson 4. Nature's Way 
[From Illustrated Library of Nature. 
1984. H. S. Stuttman Inc. Vols. 2 & 7] 
All things of creation are special 
in their own way. Nature has given 
each plant, bird, and animal a 
special manner to protect and 
reproduce itself. The following 
gives three examples of how living 
things survive in our world. 
Animals use different means of 
protect ing themselves . The 
chameleon is a little animal that 
lives in warm countries. This 
animal moves slowly. Oddly enough, 
the chameleon eats insects that 
move much faster than it does. So 
this little animal has a special way 
of catching insects. 
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The chameleon wraps its long 
tail around a branch and stays very 
still until a fly comes near. Then 
the chameleon's long tongue shoots 
out of its mouth. Its tongue is as 
long as its body and it is quite 
sticky. The fly gets stuck on the end 
of its tongue. This is how a 
chameleon gets its food. 
Another way the chameleon 
helps itself is by changing its color. 
When a bigger animal comes near, 
the chameleon changes its color 
quickly. Then it looks like the rock 
or ground that is nearby. Its 
camouflage hides it from other 
animals. By changing its color the 
chameleon has remained alive. 
Birds also have a special way of 
protecting themselves. Because 
they have wings and feathers, they 
can fly. This keeps them safe from 
many animals on the ground. 
For instance, a hummingbird 
has a way of protecting itself that is 
even more special than just flying. 
It is a very small bird that grows to 
be only about three inches long. A 
hummingbird is so little that he 
weighs no more than a penny. And 
because this bird is so light it can do 
some very interesting things when 
it flies. 
First, the hummingbird can 
move its wings so fast that they 
make a humming noise in the air. 
And because the wings move so fast, 
the hummingbird can stay in one 
place while it is in the air. No other 
bird can do this like the 
hummingbird. 
The hummingbird can remain 
in the air above a flower while they 
are eating the nectar, and then fly 
quickly away. It doesn't have to 
land on the ground to eat. It is much 
safer for the hummingbird in the 
air. 
Another remarkable thing about 
this bird is that it can fly backward, 
upward, and downward very fast. 
Naturally, flying like this keeps the 
hummingbird safe from bigger 
birds. Because the hummingbird 
can fly so fast, it can catch insects 
while it is in the air. It does not 
have to wait for them to come near 
it as the chameleon does. 
The hummingbird's nest is a safe 
home because its color looks like 
that of the tree. The nest is about 
the size of chestnut. The little 
hummingbird covers it with pieces 
of bark and leaves to keep other 
birds from finding its nest. 
Plants have special ways to 
protect themselves, too. A good 
example is the morning-glory. As 
you know, flowers contain pollen 
and nectar. Pollen is used for 
flowers to help themselves to 
reproduce. But pollen must first be 
taken from one flower to another. 
This important job is done by bees 
and butterflies. 
Bees and butterflies come to the 
flowers. They want the nectar. 
While they are drinking nectar 
from a flower, some pollen sticks to 
their legs and bodies. When the 
bees and butterflies land on 
another, some of the pollen falls off 
and stays in that flower. This helps 
make more flowers. 
Like other flowers, it is good for 
the morning-glory to have the bees 
take pollen and nectar. But there is 
one insect that does not help the 
morning-glory. That insect is the 
ant. 
Although ants eat nectar, they 
don't take pollen from one flower to 
another. Therefore, the morning-
glory has a special way of keeping 
the ants from taking its nectar. As 
you may know, the morning-glory 
blossoms open only in the morning 
when there is still dew on the grass. 
Ants do not come out of the ground 
when the grass is wet. 
In other words, the morning-
glory blossoms open in the 
morning when the bees and 
butterflies come out. but the ants 
don't. In the afternoon the 
morning-glory blossoms close. 
Then the ants come out, but they 
cannot get inside the blossoms. 
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Lesson 5. The farmer and the Cobra 
[From E.A.L. Gaskin (compiled and 
edited, 1966) Tales and Fables of Old. 
London: University of London 
Press.] 
Most of you have seen a picture 
of an Indian man playing a flute 
while a cobra raises its head in the 
air. This is one example of how close 
people and animals can become. The 
following story shows the close 
friendship between a poor farmer 
and a cobra. 
A poor farmer lived on the far 
edge of a village in India. He lived 
alone in a small hut, and worked on 
a tiny piece of land, and he seldom 
went to the market. 
Years before he had come to live 
here on the edge of the village. 
People had tried to be friendly but 
the farmer was a strange man. soon 
they went on with their own 
business and left him to his lonely 
life. 
An old banyan tree was near the 
farmer's hut with great branches 
that gave him a friendly shade 
during the hot months. Near the 
base of the tree there was a hole, 
and a cobra lived in the hole. It had 
lived there for a long while, and the 
cobra and the man had grown to be 
friends. 
When the days were hot, the 
cobra would come out of its hole and 
coil itself up in the shade of the 
tree. The farmer would sit on the 
ground nearby until he could 
return to his work at sunset. 
Perhaps there was something 
more than trust between these two. 
The days and months and now the 
years of living together had seemed 
to make each necessary to the 
other. 
One day the man who owned the 
land came to the village. From the 
field where he was working the 
farmer saw him coming up the road 
toward the hut. He thought to 
himself: "This is strange. It is not 
yet time for the harvest. I cannot 
pay the rent in rice until the grain 
is ripe." 
The landowner came close and 
spoke to him from the road. "I must 
have firewood for my home," he 
said. "I want you to cut down the 
banyan tree that grows near your 
house." 
For a while he couldn't believe 
the words. In spite of the 
landowner's words, the farmer 
could not argue with him. "I will do 
as you say, sir. when do you wish 
the wood to be ready?" 
T will send men in two weeks to 
take it away, and tomorrow I will 
ask a man to come and help you 
with the cutting." And then the 
landowner turned and left, and the 
farmer watched him as he 
disappeared down the road. 
It was noon. The sun was hot in 
the field, and the farmer stood there 
feeling uneasy. Then he realized 
that his tree had to go—his tree, 
which gave him friendly shade and 
comfort, the only tree on his small 
land. And what would happen to the 
cobra? The farmer started to walk 
toward his hut and the place where 
the tree stood. His mind worked 
faster now. If the tree were cut 
down, he would lose more than 
shade. He would lose the cobra, too. 
He sighed as he came to the hut. 
Feeling helpless, he sat on the 
ground in the cool shade of banyan 
tree as a breeze shook its leaves. 
Near the entrance of the hole 
the cobra lay coiled, and the two 
remained there for a long time in 
silence. The sun was setting, but the 
man did not return to work. He had 
lost his usual peace of mind. The 
cobra sank into its coil. It seemed to 
realize the great trouble of its 
friend. 
Very early the next morning a 
man came to the hut of the farmer. 
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"The landowner sent me to help 
cut down the banyan tree," he said. 
"Well," said the farmer sadly, "if 
it must be so, let us begin." 
They walked to the tree. The 
farmer stopped suddenly. He was 
very shocked, for on the ground lay 
the cobra, cold and dead. 
Lesson 6. Never Lose Your Curiosity 
[From Paul F. Brandwein, et al. 
(1966) Concepts in Science. New 
York: Harcourt Brace Jovanovich.] 
There is an English saying, 
"Curiosity killed the cat," but cats 
are still curious, and so are people. 
This lesson shows how curiosity 
works in the world of science. 
Children are curious about the 
world around them. For example, 
they want to know how planes can 
fly. They want to know how their 
hearts beat. They want to know why 
the oceans are full of salt. Every 
invention and discovery has 
resulted from the simple curiosity 
of one man or woman. 
As children grow up, they 
become curious about different 
kinds of things. They become 
interested in the physical world 
around them such as the plants, and 
the birds and the animals. Later, 
they become interested in the 
things that people have made such 
as bicycles, automobiles, airplanes, 
and spaceships. And when they are 
young adults, their minds begin to 
bum with curiosity. Sometimes this 
curiosity leads to a career in 
science. 
Scientists spend their lives 
trying to find out something about 
nature. Those who work with earth 
sciences study the earth, the 
oceans, and the skies—geology, 
oceanography, and the astronomy. 
Other scientists who study living 
things work with the biological 
sciences such as botany and 
zoology. A third group of scientists 
study the physical sciences such as 
physics and chemistry. 
These scientists have discovered 
many important facts about 
ourselves and the world. For 
example, they tell us that the wind 
is caused by the sun. When the 
earth is heated by the sun's rays, 
the air becomes light and rises high 
above the ground. Air in the upper 
atmosphere becomes cool. Then it 
drops down and becomes hot again. 
This movement of air creates wind. 
During summertime you go to a 
lake or an ocean to escape the heat. 
When you are near a lake or an 
ocean, you feel cool. Why? 
Although the air over the earth 
becomes hot, the air over the water 
stays cool. As the hot air over the 
earth rises upward, the cool air 
over the water moves over the land 
and takes the place of the hot air. 
This breeze cools you off. 
Maybe you have asked this 
questions, "Why does my heart beat 
fast when I run?" Usually your 
heart beats between sixty-five and 
seventy-five times a minute. Your 
heart pumps blood to all parts of the 
body. The blood carries oxygen and 
food. However, when you run, your 
muscles work very hard. Therefore, 
your body needs more energy. So 
your brain tells the heart that the 
muscles need more food and oxygen. 
Then the heart beats faster and 
sends blood more quickly to the 
muscles. When we are running or 
doing other forms of exercise, the 
heart will beat 90 to 140 times a 
minute. 
Of course, scientists cannot 
answer all of our questions. If we 
ask, "Why is the ocean full of salt?" 
scientists will say that the salt 
comes from the rocks. When a rock 
gets very hot or very cold, it cracks. 
Rain falls into the cracks. The rain 
then carries the salt element into 
the earth and into the rivers which 
empty into the seas. Is this why our 
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oceans are salty? Scientists are not 
sure about this question due to the 
fact that the oceans don't get saltier 
every year. 
Over the centuries scientists 
have discovered facts about man 
and his universe. However, there 
are still many answers that we do 
not have. But as time marches on, 
our questions will be answered. 
Albert Einstein remarked to a 
young student, "Never lose your 
curiosity." 
Lesson 7. Friends Across the Pacific 
Ocean 
David Jones is a student in 
Honolulu, and Kim Min-ho is a high 
school freshman in Seoul. They 
have been pen pals for a couple of 
months. These are the first letters 
that they wrote to each other. 
July 2, 1990 
Dear David, 
I saw your name in a magazine 
advertising for pen pals. My name 
is Kim Min-ho and I'm sixteen years 
old. I've always wanted to have a 
friend from another country. I live 
in Seoul, where I'm a first year 
high school student. I have one 
sister but no brothers. 
What do you know about Korea? 
Seoul is our capital city with 10 
million people. Though it's a 
modem city, there are many old 
palaces and temples. But my 
favorite place to visit is Kyongju. 
My family has just returned from a 
weekend trip to Kyongju. 
Kyongju is about 400 kilometers 
southeast of Seoul. It was the capital 
of Shilla Kingdom which lasted 
from 57 B.C. to 935 AD. Today, 
Kyongju is called a large museum 
without walls. You can visit many 
interesting places. There are many 
royal tombs. Ch'omsongdae which 
means "Star Tower" is a stone 
observatory. It was the first of its 
kind in the world to study the stars. 
Panwolsong is on the site of the 
first palace that Shilla kings built 
in the first century. 
Kyongju National Museum has 
beautiful gold crowns, jewelry, and 
ceramics from the great tombs of 
the king and queens. On the 
grounds of the museum is the Emile 
Bell, one of the largest bells in Asia. 
Afterward, we drove up the 
nearby mountain called T'oham-
san. Here are two of the great 
treasures of Kyongju—Pulguksa and 
Sokkuram. Pulguksa is an old 
Buddhist temple built over twelve 
hundred years ago. It has several 
ancient pagodas on its grounds. 
Sokkuram. is near to the top of the 
mountain. From here you can see 
the East Sea. Inside a large cave sits 
a 3.5-meter-high Buddha made of 
stone. 
I'm sending some picture 
postcards of Kyongju. I hope you'll 
be able to visit Korea someday. I'm 
looking forward to receiving your 
letter. I'm very curious about 
Hawaii and you life there. 
Sincerely yours, 
(signed) 
July 15, 1990 
Dear Min-ho, 
Aloha! I've just finished reading 
your letter. I'm glad that you want 
to be my pen pal. I'm also sixteen 
and a freshman in high school. 
Korea really sounds like an 
interesting country with its long 
history. In your letter you asked 
about Hawaii. 
As you know, the Hawaiian 
Islands are located about halfway 
between Asia and North America. 
The island of "Hawaii" is the largest, 
but Oahu has the most people. 
Honolulu is the capital and the 
major tourist center. I live in a nice 
house north of Diamond Head, 
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which is a dead volcano near 
Waikiki Beach. 
Yesterday my class went on an 
excursion to the Punch Bowl, a 
natural amphitheater which is now 
the cemetery for those who died in 
World War II. From that high 
ground I took some pictures of the 
ocean, beaches, and Pearl Harbor. It 
is the port attacked by Japanese 
planes which started the War. 
Then, we went to Waikiki Beach. 
Though it was crowded with 
tourists, I enjoyed the tall palm 
trees, the fine white sand, and the 
blue cool water of the Pacific. Later 
that afternoon we saw a Hawaiian 
man playing a ukulele while 
several women did a hula dance. 
They were playing Hawaiian songs 
and dancing on the sands. By the 
way, a ukulele is like a small guitar. 
I really like living in Honolulu. 
Many people from all over the 
world live here. In my class there 
are Koreans, Japanese, and Chinese 
as well as many Westerners. 
Thanks for the pretty postcards. 
They show that you have a unique 
culture. I'm sending you some 
postcards of Hawaii. I hope you will 
like them. By the way, one of my 
classmates would like to have a 
Korean pen pal. Could you suggest 
one? 
Please write soon and tell me 




Lesson 8. Brotherly Love 
[From Elizabeth C. Robinson (1967) 
Near and Far Stories. Sacramento: 
California State Department of 
Education.] 
The following story was written 
by the famous Grimm Brothers. It 
teaches us that we should value 
hard work and sacrifice, and that 
family unity can be achieved 
through love and wisdom. 
One day a father called his three 
sons together. "I am an old man," 
said he, "with nothing to leave you 
except this house. I want each of 
you to go out into the world and 
learn a trade. When you return I 
shall decide which of you has learnt 
the best trade and leave him the 
house." 
All three brothers set their 
hearts on inheriting the house, and 
each made up his mind to become a 
master at his chosen trade. The 
eldest son decided to become a 
blacksmith, the second son thought 
he would become a barber, and the 
youngest said that he would be a 
fencing master. 
After saying good-bye to their 
father, the brothers went out into 
the world to learn their trades. They 
were lucky to find skilled teachers. 
For years they worked very hard. 
The eldest son became the greatest 
blacksmith in the country and had 
the honor of shoeing the king's 
horses. The second son became a 
skilled barber and cut the hair of 
the greatest men in the land. And 
the third son mastered the art of 
fencing and won every match. 
When the time came for the 
brothers to return home and show 
their father what they could do, 
each of them was sure that he would 
inherit the house. Their father 
greeted them with great joy. 
Turning to his eldest son, he told 
him to prove himself. "Let's walk to 
the road," replied the eldest son, 
who had become a blacksmith. 
No sooner had they stood by the 
road than a coach with two white 
horses passed by. The blacksmith 
caught up with the coach, took all 
four shoes off the hooves of one of 
the horses, and put on four new 
shoes. 
"Remarkable!" exclaimed his 
father. "Now let's see what my 
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second son can do." As he spoke, a 
rabbit came running towards them. 
The second son, who was the 
barber, grabbed the rabbit and 
quickly shaved off its whiskers 
with the speed of lightning. 
"You are truly a master at your 
trade," said the old man. T cannot 
say which of you should have the 
house. But let's see what my 
youngest can do." At that moment 
rain began to fall. Do not seek 
shelter," exclaimed the youngest 
son, who was the fencing master. 
"My sword will keep you dry." He 
began to strike the air with his 
sword. His sword flashed so quickly 
that not a drop of rain touched 
them. The old man stared in 
amazement. Never in his life had he 
seen such a sword play. "This is the 
most remarkable deed of all," he 
said at last to his youngest son. "You 
have won the house." 
Shortly after this the old man 
died, but the three brothers had 
grown to love and respect each 
other so much that they stayed 
together, working at their trades. 
And so skilled were they in their 
different ways that they became 
very rich. They lived to be a great 
age, and when they died, each 
within a day of the other, they were 
buried side by side, for even in 
death they wished to be together. 
Lesson 9. Humorous Stories 
During a hard day of work or 
study, it is healthy to take a break 
and relax. many people say, 
"Laughter is the best medicine." The 
following stories show that we can 
even find humor in everyday 
events. 
(1) A teacher was asking a 
student a lot of questions, but the 
student couldn't answer any of 
them. The teacher then decided to 
ask him some very easy questions so 
that he could get a few right 
answers. 
"What was Waterloo?" she said. 
The student thought for some 
time and then answered, "An 
airport?" 
"No, it was a battle," the teacher 
said. She was getting a little angry 
now, but she was trying not to show 
it. Then she asked, "Who was the 
first president of the United States?" 
The student thought for a long 
time, but didn't say anything. So the 
teacher got very angry and 
shouted, "George Washington!" The 
student sat down. 
The teacher said angrily. "I 
didn't tell you to sit down." 
"Oh, I'm sorry," the student said. 
"I thought you called the next 
student." 
(2) Bill and Fred were very close 
friends. They didn't have much 
money, so Bill said, "Let's take our 
summer vacation in a camper. It's 
cheaper than a hotel. I can borrow 
my father's camper." They agreed 
and began their vacation in the 
camper. 
They wanted to get up early the 
next day to go fishing, but they 
didn't have an alarm clock. 
"That's all right, Bill," Fred said. 
"I'll put these small pieces of bread 
on the roof of the camper tonight. 
When the morning comes, they'll 
wake us up." 
Bill was very surprised, but he 
didn't say anything. 
Fred was right. As soon as it 
began to get light, small birds came 
down to eat the bread, and their 
pecking noise on the roof of the 
camper woke Bill and Fred up very 
quickly. 
(3) In one seaside holiday town 
in the south of England, a band 
played for people every evening in 
a public park. Unfortunately it 
rained one evening, and although 
the band performed well, only one 
person turned up because the band 
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was under a covering but the 
audience was not. 
The man was sitting in a chair, 
wearing a waterproof hat and coat. 
After an hour, the conductor of the 
band went to this man and asked 
whether he had a special request. 
"Yes, I have," said the man. 
"Please finish as soon as you can. 
I'm the keeper of this park, and I 
want to lock the gates and go home." 
(4) Fred had just become the 
captain of a small ship. One day he 
had to take the ship up a river into 
a small port. The river had plenty of 
channels, and some of them were 
very shallow and dangerous, so he 
decided to wait until he saw a local 
boat going up the river and then 
follow it. 
Soon he saw a boat start to sail 
up the river, so he began to follow 
it. He followed it through various 
channels until both of the boats hit 
sand under the water and stopped. 
Then the captain of the local boat 
came to the side of the Fred's ship 
and shouted, "We came here to get a 
load of sand. What did you come to 
get?" 
Lesson 10. Sports and Hobbies in 
America 
[From The New Book of Knowledge. 
1982. Danbury: Grolier Inter-
national Inc., Vol. 17.] 
Like the people of other 
countries, Americans enjoy making 
the most of their leisure time. You 
may be surprised to find that so 
many different sports and hobbies 
are enjoyed by young and old alike. 
The most popular sports in the 
United States are baseball, football, 
basketball. The baseball season is 
from April to October. The football 
season begins in September and 
ends in January. And the basketball 
season starts in November and ends 
in May, 
In addition to these major sports, 
Americans participate in other 
sports which are enjoyed 
throughout the world. Golf and 
tennis, boxing and wrestling, track 
and field events, fishing, sailing, 
surfing, horse racing, auto racing, 
and many other sports are also 
popular in the U.S.A. 
But even more than sports, 
Americans devote much of their 
leisure time to hobbies. They think 
of their hobbies not as a means of 
earning a living but as a matter of 
personal interest. Almost anything 
can be a hobby. Many Americans 
collect things. Some collect works of 
art, such as paintings and 
sculptures. Others collect stamps or 
coins. Some collect books and others 
collect dolls. 
In recent years the home has 
become the center of entertainment 
for American families. Family 
members and friends can be found 
swimming in the backyards or 
playing table tennis or shooting 
billiards. American teen-agers are 
not different from those in other 
countries. They enjoy listening to 
popular records, watching TV, and 
playing video games. On weekends 
families often invite friends and 
neighbors to their homes to have 
dinner and to watch movies on 
their VCR machine. 
The biggest single hobby in 
America on which Americans spend 
most time, energy and money, is 
gardening. Some people grow 
flowers, while others enjoy having 
vegetable gardens. In the spring, at 
the end of a working day, families 
can be seen in their yards, planting 
flowers or vegetable seeds. 
There are garden clubs all over 
the country. Newspapers are also 
give information about the best 
methods of growing plants. In 
every places flower shows are held. 
It is usual for people in a 
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neighborhood to hold their own 
flower growing competitions. 
In fact, neighbors compete to 
see who can have the best-looking 
garden or who can grow the 
prettiest kind of flower or the 
biggest vegetable. Sometimes the 
members of a neighborhood will 
give a prize to the person or family 
having the best garden. 
Neighbors help each other with 
the flowers; they exchange plants 
and seeds and they talk about their 
garden plans and problems. Because 
they have these interests in 
common, it is only natural that they 
become better neighbors. 
Most Americans value their 
sports or hobbies very highly. One 
of their favorite sayings is "There is 
a time for work and there is a time 
for play." 
Lesson 11. King Sejong the Great 
Throughout her long history 
Korea had many kings and queens. 
Many people believe King Sejong to 
be our greatest king. 
Let's read about his great ideas 
and works that brought about 
Korea's Renaissance in the 15th 
century. 
In her novel about Korea, The 
Living Reed, Pearl S. Buck praised 
King Sejong. 
"He was a Korean Leonardo da 
Vinci in the variety and greatness 
of his gifts. The Koreans have 
always been and still are a people of 
excellent creative talents, but King 
Sejong, in the thirty years of his 
rule, became a legend that never 
dies." 
King Sejong was a master of 
Confucian learning. He had many 
ideas in the areas of government, a 
phonetic alphabet, economics, 
science, music, medicine and 
astronomy. 
Perhaps King Sejong is most 
famous for the creation of the 
Korean alphabet, Kan-gul. Until 
that time, only Chinese characters 
were used in Korea. One had to 
know thousands of Chinese 
characters. King Sejong had the 
idea of a phonetic alphabet for the 
Korean language, so that people of 
all walks of life would be able to 
read and write easily. 
With the help of a group of his 
finest scholars, an alphabet was 
invented representing the sounds 
of the Korean language. Today it is 
thought to be the best and simplest 
in the world. King Sejong explained 
its purpose in 1446. 
"Because the sounds of our 
language are different from those 
of Chinese, and because the Chinese 
characters are too difficult to use as 
a means of communication, my 
people are unable to express 
themselves in writing. Feeling pity 
for them, we have invented twenty-
eight letters which anyone can 
easily learn and use for everyday 
communication." 
In many other ways, King 
Sejong also showed great care for 
the lives of the farmers. He had a 
scholar write Korea's first complete 
book on agriculture. In 1442 he 
ordered the development of the rain 
gauge to record the amount of 
rainfall. This invention was made 
almost 200 years before the 
invention of the rain gauge in 
Europe in 1639. Korea has the oldest 
record of rainfall in the world, 
which is an important source of 
weather information. 
King Sejong was very interested 
in astronomy. A sundial, a water 
clock, a model of the solar system, 
and even maps of the seven known 
planets were made. A new system 
for Korean and Chinese music was 
developed and a talented musician, 
Park Yon improved Korean musical 
instruments. 
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King Sejong also had a famous 
medical book called Hyangyak 
Chipsongbang published in 1433. 
Because of his great works, the 
Choson Dynasty grew in glory, 
experiencing a renaissance in its 
culture. We respect King Sejong, for 
he truly showed the creative spirit 
of the Korean people. His 
accomplishments will remain 
forever as a glorious testament to 
his dedicated life. He deserves the 
respectable title "the Great King!" 
Lesson 12. Anne Frank. The Girl of 
Courage and Faith 
[From Anne Frank (1952) The Diary 
of a Young Girl. New York: Modem 
Librar}.] 
A diary is a personal record of 
one's daily thoughts and 
experiences. One of the most famous 
diaries was written between the 
years 1942 and 1945 by a young 
teenage girl named Anne Frank. In 
this lesson Mi-ra and Helen talk 
about Anne Frank and read three 
entries of her diary. 
"Have you heard of Anne 
Frank?" Helen asked Mi-ra one day. 
"Of course, I'm reading her 
diary." Mi-ra replied. "She was a 
Jewish girl whose family had to 
hide from the Nazis during World 
War II." She pointed at the book. 
"Is her diary interesting?" 
"Oh, yes," said Mi-ra. "I'm 
extremely moved by her deep 
experiences." She was a very 
sensitive person. Even though her 
life was so terrible, she always tried 
to be cheerful and hopeful" 
"Where did her family hide?" 
"In a house of a Dutch family in 
Amsterdam. They hid in a dark, 
crowded attic." 
"Will you read some of her diary 
to me?" said Helen. Nodding her 
head, Mi-ra opened the book, and 
read aloud. 
June 20, 1942 
I haven't written for a few days 
because I wanted first of all to think 
about my diary. It's a strange idea 
for someone like me to keep a diary, 
not only because I have never done 
so before but also because it seems 
to me that neither I nor, for that 
matter, anyone else will be 
interested in what a thirteen-year-
old schoolgirl has to say. Still, what 
does that matter? I want to write, 
but more than that I want to bring 
out all kinds of things that lie deep 
in my heart. 
January 13, 1943 
It is terrible outside. Day and 
night, more of those poor miserable 
people are being dragged off with 
nothing but a rucksack and a little 
money. On the way even their 
possessions are taken away. 
Children coming home from school 
find that their parents have 
disappeared. Women return from 
shopping to find their homes shut 
up and their families gone. 
Everyone is afraid. And every 
night hundreds of planes fly over 
Holland and go to German towns, 
where the earth is plowed up by 
their bombs, and every hour 
hundreds and thousands of people 
are killed in Russia and Africa. No 
one is able to keep out of it; the 
whole globe is at war; and, although 
it is going better for the Allies, the 
end is not yet in sight. We can do 
nothing but wait as long as we can 
till the misery comes to an end. 
February 23, 1944 
It's lovely weather outside and I 
feel stronger today. Nearly every 
morning, I go to the attic to blow 
the old air out of my body. I sit on 
the floor and look up at the blue sky 
and the bare chestnut tree. On its 
branches drops of rain shine like 
silver. Sea gulls and other birds 
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glide on the wind. As long as this 
sunshine and the cloudless sky 
exist, I cannot be unhappy. 
The best thing for those who are 
afraid or lonely is to go outside, 
where they can be quite alone with 
the heavens and nature. Only then 
does one feel that all is right with 
the world and that God wishes to see 
people happy. Nature brings 
comfort in all troubles. I've found 
that there is always beauty in 
nature, in freedom, in yourself. 
Look for these things, and you will 
find yourself and God again. Those 
who have courage and faith will 
never perish in misery. 
Mi-ra closed the book quietly 
and looked into Helen's moist eyes. 
"Oh, I feel so sorry for her," 
murmured Helen. "What happened 
to her family?" 
"After twenty-five months' 
h'ding they were discovered by the 
Nazi soldiers. Anne was sent to a 
concentration camp at Bergen-
Belsen, Netherlands, where she died 
in 1945 at the age of fifteen, only a 
few weeks before the end of the 
war." 
Lesson 13. The World of the Movies 
[From The New Book of Knowledge. 
1982. Danbury; Grolier Inter-
national Inc., Vol. 12.] 
All of us enjoy sitting in a dark 
theater to watch movies. We watch 
them as if they were happening 
now. Do you know when movies 
began? This lesson gives a brief 
history of the motion picture 
industry. 
Though motion pictures (or 
movies, as they are usually called in 
the United States) are just a little 
over seventy years old, they have 
grown to be the most popular form 
of entertainment in the world. 
People who have never seen a play 
on a stage, who have never attended 
a concert or an opera, even people 
who have never read a book, have 
seen and enjoyed movies. 
In the early part of this century, 
some years after the American 
inventor Thomas A. Edison made the 
first movie projector, motion 
pictures were very crude. The 
photography was poor, and the 
people in the film moved either too 
fast or too slowly. At first most 
movies were very short, and the 
stories they told were very simple. 
Most people thought that movies 
would only last for a few years. But 
a few movie-makers in that early 
period saw their great promise. 
Soon the directors and producers 
decided to make longer films that 
told better stories, and they began 
to hire better actors. Among the 
pioneers in movie-making was D. W. 
Griffith, an American director, 
whose most popular film was a 
three-hour story about the 
American Civil War, the Birth of a 
Nation. With this film, the movies 
began to develop into fine 
entertainment and works of art. 
A suburb of Los Angeles, called 
Hollywood, soon became the center 
of the film industry. Hollywood was 
a nice place to make movies because 
of the warm sunshine all the year 
round. In the early years most 
movies were made outdoors with 
natural light and not indoors with 
electric light. 
Movies were silent until 1926. 
They had no sound or music to go 
with them. The actors only made 
motions, while the words they spoke 
were printed on the screen. In the 
theater a musician played the piano 
or organ while the film was shown. 
Many movie stars grew quite 
famous in the silent days—Mary 
Pickford with her beautiful curls, 
William S. Hart in cowboy films, and 
such comedians as Harold Lloyd and 
the great Charlie Chaplin. Many 
films were serials, which told a long 
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story that had a new chapter every 
week. 
In the late 1920s the talkies 
came. Music and talk became a part 
of the film—first with phonograph 
records and then by a sound track 
that was printed on the film next to 
the pictures. This change brought 
many new actors and actresses into 
the film industry. Some of the stars 
of the silent films—those whose 
voices sounded funny—had to retire. 
Since the development of the 
talkies, there have been many 
other advances in film-making. The 
most important was the addition of 
color. Color was added to sound, so 
trees that were black in the old 
films became green, girls' lips 
became red, sky and water became 
blue. Another advance is the use of 
the wide screen, which makes the 
objects of the film much larger, so 
sometimes the face of the actor may 
be three feet long. In certain 
theaters, too, there are very wide 
and high screens that curve in 
front of the audience, so that you 
seem to be in the picture yourself. 
All these ideas have given movies 
greater realism. 
Hollywood is no longer the only 
place where a large number of 
movies are made. Today almost 
every country has its own film 
industry, which has given the 
world many excellent movies. 
Some movies deal with important 
problems, which was impossible 
years ago. In these sense the movies 
seem to be growing up to tell us 
things that only books or plays told 
us about years ago. But many 
movies are still made to give sheer 
pleasure and excitement. As we 
watch them, we forget about our 
own troubles. We laugh; we cry; we 
live other people's lives for a few 
hours. 
Lesson 14. Gustave Eiffel, the Master 
Builder 
[From The McGraw-Hill Encyclo-
pedia of World Biography. 1987. 
Chicago: World Book Inc.] 
You have probably heard of the 
Eiffel Tower in Paris. "Eiffel" is the 
family name of the great engineer 
who designed it. But Gustave Eiffel 
also had many other construction 
miracles. This is a brief story of his 
career. 
Almost a million people visit 
Paris each summer and look with 
wonder at the Eiffel Tower. After 
riding its old elevators to the 
observation deck 1,000 feet above 
the ground, they gaze at the breath-
taking view—the brilliant colors of 
the wide streets, the pretty 
buildings, the charming dignity of 
the French capital and the 
surrounding countryside. Most 
people remember this view all their 
lives. 
This is exactly what Gustave 
Eiffel intended when he built the 
Tower—one of the world's tallest 
structures. 
Gustave Eiffel was bom of a rich 
family in France in 1832. After 
studying to be an engineer, he went 
to work for a railroad construction 
company. In the 1850s Europe's 
railroads were growing rapidly and 
needed many new bridges. But 
building bridges of stone or brick 
was slow and expensive, requiring 
many skilled workers. 
When Eiffel was asked to build a 
1,600-foot bridge, he designed a new 
type of iron bridge. The bridge was 
built in half the time and at half the 
cost of earlier bridges. Gustave 
Eiffel, at the age of 29, had begun to 
change the methods of construction 
in Europe. In 1866, he opened the 
Eiffel Construction Company. 
One day, soon after he started his 
company, a sculptor named 
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Bartholdi came to him for help. 
Some years earlier, Bartholdi had 
decided to build a monument 
honoring the friendship between 
France and America. Money had 
been raised and the sculptor had 
begun work. But engineers soon 
decided that it would be impossible 
to design a frame that could support 
the 150-foot statue against the 
winds of New York Harbor. 
"This glorious statue must be 
built!" exclaimed Eiffel when he 
heard Bartholdi's problem. 
Soon he produced plans for a 
steel frame. It was light enough to 
rest on a small base but strong 
enough to resist the worst storm. 
Bartholdi constructed the statue, the 
famous Statue of Liberty, on the 
strong framework designed by 
Eiffel. 
A great bridge that Eiffel built 
in Portugal caused a big change in 
bridge design. The Portuguese 
government wanted a 200-foot-high 
bridge built with one 500-foot span 
placed across a deep river. Other 
builders were surprised when the 
Eiffel's company offered to build 
the Portuguese bridge at low cost. 
Instead of the usual heavy, 
expensive wood scaffolding, Eiffel 
used steel cables. When the bridge 
was finished, a huge but light arch 
supported the main span. Eiffel's 
steel arch bridge had pushed the 
use of steel ahead by years. 
In the mid 1880s, the French 
government was planning a World's 
Fair in Paris. Eiffel proposed that he 
build a tower of iron 984 feet high. 
Only after much argument were his 
plans approved. But the 
government would give only a fifth 
of the cost. Eiffel's company 
borrowed money for the rest. 
Construction began in January 
1887. In twelve months 250 workers 
built the four great arches and its 
first platform. The Tower was much 
bigger than anyone had expected. 
Then the storm broke. Hundreds of 
writers and artists signed a paper 
demanding that the "ugly tower" be 
torn down. Eiffel just smiled and 
continued working. 
"When it's finished they will 
love it," he said to his workers. In 
March 1889, the tower was 
completed, and Eiffel raised the flag 
on the highest structure built by 
man. 
Within eight months after its 
opening in May 1889, almost two 
million people had visited the Eiffel 
Tower. The "ugly tower" became the 
pride of Paris. 
Lesson 15. Australia: the Land of 
Variety 
[From Marrianne Cams (ed., 1982) 
Cities All About. La Salle, IL: Open 
Court.] 
Have you ever dreamed of 
traveling to other lands? Where 
would you like to go? Australia? 
Perhaps you will do so after reading 
the following article. 
Australia is sometimes called the 
"Land Down Under," because it is on 
the underside of the globe. 
Australia means "south land" in 
Latin. It is so far south that 
Australians have summer while we 
have winter. Down there, Christmas 
may be the hottest day of the year. 
In the center of Australia, a 
high plateau spreads over half the 
continent. One big section in the 
northeast part of this plateau is 
known as the Great Sandy Desert. 
People do not like to live in this 
desert because it is too hot, and 
there is not enough rainfall for 
farming. Rain falls so seldom that a 
child may be five or six years old 
before ever seeing a rainstorm. 
Then the sands are so thirsty that 
they drink up all the water to the 
last drop. 
There are only a few rivers in 
Australia. The biggest and longest 
386 
in the Murray River. It is one of the 
few that never dries up. The 
country through which it passes is 
rich in orchards, wheat fields, and 
the finest sheep farms. 
Among the eastern and 
southwestern shores of Australia, 
the climate is not too hot and not too 
cold. There is enough rain for 
things to grow, and there are good 
harbors. Most of the people in 
Australia live here in the big 
harbor cities: Sydney, Melbourne, 
and Brisbane. Mountains called the 
"Great Dividing Range" run along 
the entire eastern coast of 
Australia. 
The natives have lived in 
Australia for thousands of years. No 
one knows exactly where these 
earliest people of Australia came 
from. Each of the many tribes has 
its own language and customs. 
Carrying boomerangs and spears, 
they are still skillful hunters. 
A boomerang is a curved piece 
of wood. If you know how to throw 
it right, it will come back to you. 
All the native boys learn how to 
use the come-back boomerang. If 
you try to throw one, you had better 
watch out, for it might hit you on 
the head. 
The natives do not wear many 
clothes and do not grow any food. 
They eat plants, roots, ants, fish, 
snakes, lizards, and frogs. Since 
they love honey they run as fast as 
a bee and follow it home and 
discover the hive. 
Most of the Australian settlers 
came from England. The first 
English people were convicts, and 
the soldiers sent to guard the 
convicts. The English government 
sent convicts to faraway Australia 
because they thought it would be a 
good place to keep them out of 
trouble. But soon people discovered 
that the huge grasslands of 
Australia were ideal for raising 
sheep. The convicts of Australia 
became good, hardworking 
Australians. More and more settles 
came to Australia to enjoy the wide 
open spaces and the beautiful 
beaches—and to raise sheep and 
cattle. 
Today there are almost as many 
sheep in Australia as there are 
Americans in America. That is why 
people say "Australia lives on the 
sheep's back." Australia ships its 
wool to many different countries, 
for it is the largest producer of wool 
in the world. 
The first sheep, cows, and 
rabbits in Australia were brought 
in from other countries, but 
Australia also has its own animals. 
Some of them are very strange-
looking. 
Many animals in Australia carry 
their babies in their pouches. 
Kangaroos are the most famous of 
these animals. Kangaroos hop 
around on two back legs and use 
their very strong tail for balance. 
They also have two little front legs 
that are so weak that they cannot 
walk well on them. A mother 
kangaroo with a baby in her pouch 
can easily jump twenty-five feet 
when she is in a hurry or afraid. 
Another native animal in 
Australia is the koala bear. A koala 
bear looks like a teddy bear. Koala 
mothers also carry their babies 
around in their pouches. 
After several months, a baby 
koala is brave enough to come out 
of its pouch, and then it rides on its 
mother's back for several more 
months. The word 'koala' means no 
drink, and it is true that koala bears 
never drink water. All they need is 
juice from tree leaves. 
As we have seen, the "Land 
Down Under" is actually on top 
when it comes to variety of 
landscape, interesting history, and 
strange people and creatures. 
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Lesson 16. The Three Wishes 
[From Marrianne Cams (ed., 1983) A 
Flint Holds Fire La Salle, IL: Open 
Court.] 
Wishes express our dream and 
hopes, but they don't often come 
true. This story is based on a Danish 
folk tale about a foolish woodcutter, 
his wife and their chance to have 
anything they wish for. Their 
wishes may surprise you. 
Character: Adam Roode, a 
woodcutter; Molly, his wife; Tree 
Fairy 
Scene I 
Setting: The forest 
Adam: Now let me see. (He picks up 
his ax and then looks at his 
lunch bag.) 
Shall I eat first and chop 
afterwards, or chop now and eat 
later? 
Hm-m-m. Why can't I do both 
things at the same time? I can! 
(He bites into a sandwich as he 
studies the trees.) Which of 
these trees shall I cut down? (He 
points to a tree.) There's a good 
one. (He walks over to the tree 
and raises his ax for the first 
blow.) 
Tree Fairy (From inside the tree): 
Adam! (Adam stops, his ax 
suspended in mid air.) Adam! 
Adam (Lowering his ax and peering 
about): Is that my wife calling? 
Molly? Is that you, Molly? I must 
be hearing things. (He raises his 
ax again.) 
Fairy (From inside the tree): Adam, 
please don't chop down the tree. 
Adam (Setting down his ax): Who's 
there? Where are you? 
Fairy (From inside the tree): I'm 
inside the tree. 
Adam: Inside the tree? How did you 
get in there? 
Fairy: Let me out and I'll tell you. 
Adam: Let you out? How? 
Fairy: Cut a hole in the bark. The 
tree is mostly hollow. (Adam 
pretends to chop at the trunk.) 
Don't cut too deep, now. (Adam 
gives a final blow, the bark falls 
away, and the Fairy steps out.) 
Thank you, Adam. I have been 
trapped up in this tree for a 
hundred years and I want to 
reward you for setting me free. 
It's terrible to be trapped inside 
a tree for so long. It's like being 
in a dark prison, and I longed to 
see the light of day once more. I 
used to call out whenever a 
woodcutter passed by, but he 
always became frightened and 
ran away. You are the first one 
to listen to my cries, and you 
deserve to be rewarded for your 
good deed. Tell me, what would 
you like? 
Adam: Well, I guess I'd like a great 
big load of wood to take home 
with me. 
Fairy: There's something better 
than wood for you to take home. 
Adam: What's that? 
Fairy: I can give you three wishes— 
three wishes that will come true 
as soon as you wish them. 
Adam: That would be fine. It's much 
easier to wish than to chop wood. 
But my wife will want wishes, 
too. 
Fairy: Very well, you can share the 
wishes between you. But 
remember, you have only three 
wishes, so be very careful that 
you don't waste them. 
Adam: Oh, we won't. We shall think 
carefully before we use the first 
wish. 
Fairy: Good-bye, Adam. Choose 
wisely—wisely! 
Adam: Thank you, good fairy, and 
good-bye. (Fairy exits right into 
the forest. Adam dances toward 
home.) 
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Setting: The kitchen of Adam's 
cottage. To the left is an iron pot 
hanging over fire in the 
fireplace. His wife, Molly, is at 
the fireplace, stirring the soup 
in the pot. (Adam enters, 
carrying his ax.) 
Adam: Hello, Molly! (He stands his ax 
in a comer and walks over to her, 
as she watches him closely.) Today 
while I was chopping wood, I 
found a fairy inside a tree. 
Molly: Now I know you're crazy. 
Adam: But it's true! I set her free. 
Molly: Oh, and as a reward she gave 
you three wishes, I suppose. 
Adam: No—she gave us three wishes. 
Molly: (Now interested) Us? You 
mean me, too? 
Adam: (Nods) We can share the 
wishes. 
Molly: Three wishes, eh? Do you 
believe it, Adam? Let's try it 
now... I wish that... 
Adam (Clapping his hands over her 
mouth): Be quiet! Molly! Don't 
make any wish yet. The fairy 
'..aid we must choose carefully, 
because if we waste the wishes, 
we'll be sorry. 
Molly (Rising quickly): Oh, Adam, 
how shall we ever know what to 
ask for? Think of it! Three 
wishes! Think of all that we shall 
own! 
Adam (Walking happily about the 
room): We'll have a coach to ride 
in, and six white horses! 
Molly: I'll have a gown of silk and a 
necklace of diamonds! 
Adam: Fine suits for me. 
Molly: A great house! Servants! Rose 
Gardens! 
Adam: We shall live like a king and 
queen. 
Molly: Our pockets filled with gold! 
Adam: (At the fireplace): No more 
radish soup, but fried pheasant 
and chicken and brown sausage! 
Oh, now I wish there were a 
string of sausages in the pot 
right this minute! (Looking into 
the pot) Molly, there are 
sausages in the pot! 
Molly: you fool! You have wasted a 
wish on a string of sausages 
when we might have been rich, 
or young, or a thousand other 
things! 
Adam: Well, I've had my wish, and 
you can have the other two. At 
least we have fine sausages. 
Molly: Sausages—sausages! I wish they 
were stuck to your nose! (She is 
shocked when the sausages 
suddenly appear on his nose.) 
Adam (Frightened): Cut them! Cut 
them off! (Molly takes a knife 
from the table and saws away at 
the sausages.) 
Molly: The knife won't go through! 
It won't cut! 
Adam: Pull them, pull them! 
Molly: (She tries again to pull the 
sausages from Adam's nose.) It's 
impossible. They seem to have 
turned to stone. (Dropping onto 
a chair in despair) I can do 
nothing, nothing. What will the 
neighbors say when they see 
you? Oh, everyone in our village 
will laugh at us. 
Adam: We still have one more wish 
left. Molly, please make the 
sausages disappear. 
Molly: Do you think I will waste the 
last wish for your sake? 
Adam: But, it was you who wished 
the sausages on my nose. 
Molly: And it was you who wished 
for them in the fireplace. No, I 
shall use the last wish to make us 
rich and happy. 
Adam: Happy! How can we be happy 
if I have to go through life with 
sausages on my nose? 
Molly: But we'll be rich—that's more 
important. 
Adam: What good are riches if I 
have to hide my face? 
Molly: Oh, I'm sorry. Please forgive 
me. You're right—happiness is 
more important than riches. I 
wish the sausages off your nose! 
(The sausages drop off into Adam's 
hands, and he places them on the 
table. They eat them.) 
(Curtain) 
D. STATISTICS FOR SOUTH KOREAN TEXTBOOK ANALYSIS 
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I. MIDDLE SCHOOL BOOK 2 
La. LESSONS 
LESSON TITLE GENRE THEME # OF WORDS PERCENT 
1. The First English Class 
2. Mu-shik's Bad Habits 
3. The Park is for Everybody 
4. Seoul, the Capital City of Korea 
5. Linda's Birthday 
6. Who will Bell the Cat? 
7. An Interesting Story to Tell 
8. Which Season Do you Like Best? 
9. We Think in Language 
10. How Long have you Worked Here? 
11. A Family Picnic 
12. Being Honest is the Best Way 













































































































































*F/SK=Relationship between foreigners and Koreans; FIC=fiction; FFIC=foreign 
fiction; FLIFE=Life in foreign countries (esp. The United States) 
Lb. GENRE 
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Total 3797 64.84 














GRAND TOTAL 5856 100.00 
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Total 3237 55.28 
3. FOREIGN LIFE 
4. OTHER 






GRAND TOTAL 5856 100.00 
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II. MIDDLE SCHOOL BOOK 3 
Il.a. LESSONS 














Your Future Dreams 
Riddles for Fun 
An Unusual Pen Pal 
Be Clever and Wise 
Florence Nightingale 
The Giant in the Jar 
My Diary 
An Old American Friend 
Something Very Silly 
An Absentminded Boy 
At the Doctor's Office 
School System 


























































































































in foreign countries 
U.b. GENRE 

































OTHER NEUTRAL THEMES 




















Total 8209 ioo.cn 
Il.d. CONTENT 
1. LIFE IN SOUTH KOREA 
# OF WORDS PERCENT 
FAMILY 
SCHOOL 





















lesson 1; lesson 
lesson 10 
lesson 3; lesson 
lesson 6 
lesson 7 








8; lesson 12 

























Total 2562 31.21 
3. FOREIGN LIFE 
lesson 2: 320: 5:182: 11: 490: 12: 512 1912 23.63 
4. OTHER 
every lesson 3376 41.13 
GRAND TOTAL 8209 100.00 
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•The Farmer and the Cobra 
•Never Lose Your Curiosity 
Friends Across the Pacific Ocean 
•Brotherly Love 
Humorous Stories 
•Sports and Hobbies in America 
King Sejong the Great 
•Anne Frank, the Girl of Courange 
•The World of the Movies 
•Gustave Eiffel, the Master Builder 
•Australia: the Land of Variety 




















































Total 9978 100.00 
*F/SK=ReIationship between foreigners and Koreans; FIC=fiction; FFIC=foreign 
fiction; FHIST=foreign history; FLIFE=Life in foreign countries; HIST=history 
•Foreign sources, all from the United States except Lesson 5 which is from Britain. 
Ill.b. GENRE 
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3. FOREIGN LIFE 
4. SCIENCE 
5. OTHER 
lesson 5. 7. 9. 10. 13. 14. 15. 16 
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Settings. The Twenty-Ninth Annual Convention and Exposition: TESOL 
'95, March 28-April 1, Long Beach, CA. 
"Language, Ideology, and Power: A Study of English Textbooks in the 
Two Koreas" (with Rosa Shim), The 1995 Annual Conference of the 
American Association for Applied Linguistics, March 25-28, Long Beach, 
CA 
1994: "Language Instruction as a Tool for the Transmission of Ideology" (with 
Rosa Shim), The 1994 Annual Conference of the American Association 
for Applied Linguistics, March 5-8, Baltimore, MD. 
1993: "Language Use and Desired Identity", The First International 
Conference on Transformation in the Korean Peninsula Toward the 21st 
Century: Peace, Unity and Progress, July 7-11, East Lansing, MI. 
"Perception of Aggressiveness in Cross-cultural Communication" (with 
Rosa Shim), The Seventh Annual Conference on Pragmatics and 
Language Learning, April 1-3, Urbana, IL. 
"English Negative Tags in Cross-linguistic Communication" (with Rosa 
Shim), The Seventh Annual Conference on Pragmatics and Language 
Learning, April 1-3, Urbana, IL. 
"Identity Crisis of Korean-English Bilinguals in Monolingual America" 
(with Rosa Shim), The Fourth International Conference on 
Bilingualism, January 22-23, Osaka, Japan 
PUBLICATIONS 
forthcoming: 
"Review of English and Language Planning: A Southeast Asian 
Contribution", edited by Thiru Kandiah and John Kwan-Terry, World 
Englishes, Vol. 14. Blackwell: Oxford 
"Culture and Ideology in the English Textbooks of Two Koreas", to appear 
in Language and Culture in Multilingual Societies: Issues and Attitudes. 
Regional Language Centre: Singapore. 
1994: Language, Ideology, and Power: English Textbooks of Two Koreas, Ph.D. 
Dissertation in Linguistics, University of Illinois at Urbana-Champaign 
(UIUC), Urbana, IL. 
398 
"Syntactic features of Englishization in Korean", World Englishes, 13.2. 
Blackwell: Oxford 
"Bilingual education in the United States and identity of the Korean-
Americans" (with Rosa Shim), Journal of Korean-American Education, 
5.2. National Association for Korean Schools: New York, NY. 
"Language use and 'desired' identity in Korea", Linguistic Journal of 
Korea, 19.1. The Linguistic Society of Korea: Seoul, Korea 
"Yes, we have no bananas: English negative tags in cross-linguistic 
communication" (with Rosa Shim), Studies in Linguistic Sciences, 23.2. 
Department of Linguistics, UIUC, Urbana, IL. 
1993: "Language use and 'desired' identity in Korea", Journal of Korean-
American Education, 4.1. National Association for Korean Schools: New 
York, NY. 
"Identity crisis of. Korean-English bilinguals in monolingual America" 
(with Rosa Shim), Bilingual Education for the Overseas Koreans, Vol. 10, 
The Korean Society of Bilingualism, Seoul, Korea 
1992: "Language shift and identity in Korea", Journal of Asian Pacific 
Communication, 3.1. Special Issue on Language and Identity. 
Multilingual Matters: Clevedon, England 
HONORS and AWARDS 
1994: UIUC Graduate College Grant for Conference Travel Support to attend 
and present a paper at the AAAL 1994 Conference in Baltimore, MD. 
Ranked as Outstanding Teacher by Students in UIUC (for KOR 305, Fall 
1993 and KOR 306, Spring 1994) 
1993: UIUC Graduate College Grant for Thesis/Project Support to do research 
on a project entitled "Syntactic Features of Englishization in Korean" 
1992: UIUC Graduate College Grant for Thesis/Project Support to do research 
on a project entitled "Identity Crisis of Korean-American Bilinguals in 
Monolingual America" 
1991: Illinois-Tamkang Graduate Fellowship for Advanced Studies of Chinese 
Language and Civilization in Taiwan 
Ranked as Excellent Teacher by Students in UIUC (for KOR 305, Fall 1990 
and KOR 306, Spring 1991) 
1981-84: Shilla Scholarship for Higher Education, Seoul, Korea 
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PROFESSIONAL EXPERIENCE 
93.9 - 94.4: Local Organizing Committee for The First International 
Conference on World Englishes, International Association of World 
Englishes (IAWE), 94.3.31-4.2. Urbana, IL. 
-Responsible for correspondence with presenters, design of program, 
scheduling of presentations, and selection and rejection of proposals, 
etc. 
93.8 - 94.5: Teaching Assistant, undergraduate course in Korean Language 
(Course No. KOR 305 and KOR 306: Advanced Korean), Department of East 
Asian Languages and Cultures, University of Illinois at Urbana-
Champaign, IL. 
-Responsible for material selection, curriculum development, 
independent lectures, course management, exams, grading, etc. 
93.6 - 94.5: Coordinator, Microcomputer Lab, Language Learning Laboratory, 
University of Illinois at Urbana-Champaign, IL. 
-Responsible for supervising Lab monitors, overseeing the 
maintenance of hard wares and soft wares, and their supporting 
documents, etc. 
92.1 - 93.5: Translation Staff, Counseling Center, University of Illinois at 
Urbana-Champaign, IL. 
-Responsible for the production of Korean version of counseling 
pamphlets: TIME MANAGEMENT, ASSERTIVENESS, STRESS MANAGEMENT, 
SELF-CONFIDENCE, UNDERSTANDING DEPRESSION, PERFECTIONISM. 
91.8 - 94.5: Research Assistant, Language Learning Laboratory, University 
of Illinois at Urbana-Champaign, IL. 
90.8 - 91.5: Teaching Assistant, undergraduate course in Korean Language 
(Course No. KOR 305 and KOR 306: Advanced Korean), Department of East 
Asian Languages and Cultures, University of Illinois at Urbana-
Champaign, IL. 
-Responsible for material selection, curriculum development, 
independent lectures, course management, exams, grading, etc. 
[September 1994] 
